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Abstract
For a global society to function well its members need certain attitudes, such as a
desire for cooperation, mutual understanding and respect, as well as continuous and selfmotivated learning. A model of education is needed that engenders these attitudes such
that students critically understand these attitudes instead of passively accept them. This
kind of education requires leadership that agrees with, and engages in, the same attitudes.
This dissertation proposes a model of educational leadership for a global society,
and presents an exploration and comparison of public high schools across three countries:
Canada, Turkey, and Iran. The proposed model consists of three interrelated dimensions:
leadership style (transformational leadership and high leadership delegation),
organizational structure (highly ranked Learning Organization structure that is more
horizontal than vertical), and approach to learning (an active learning approach that
utilizes critical pedagogy). The schools were explored in terms of: their current practices
and policies in the three dimensions, how well they ranked in those dimensions relative to
the proposed model, and what obstacles exist for implementing the proposed model. A
case study methodology was used in which 15 participants (5 per country) at different
organizational levels (students, teachers, and principals) were interviewed to gather their
opinions. The interview questions were organized by the three dimensions and followed
the INVEST framework for Learning Organizations.
The results of this research indicated that, although the Canadian school ranked
the closest to the proposed model and the Iranian school ranked the furthest, all three
schools had problems. None of the schools used transformational leadership, though the
Canadian teachers were the most interested in doing so. The Canadian leaders (teachers
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and principal) seemed to have a high level of leadership delegation (5 or 6 out of 7), but
the students’ comments suggested otherwise. The Iranian and Turkish leaders’
commented suggested a low level of delegation (3 out of 7) in which they made decisions
with little input from others, except to indicate what their decisions were. All of the
schools had a vertical organizational structure with almost the same hierarchical levels,
but the Iranian school was the most hierarchical and inflexible. The Canadian school
ranked the highest as a Learning Organization and the Iranian school ranked the lowest,
but the most common score was 3.5 out of 9. The Canadian and Turkish students were
both highly ranked as motivated to learn, but it seemed largely due to family support. All
of the principals were convinced that their school had a clear vision of its goals, but none
of the teachers and students knew this vision or agreed that a vision existed. Lastly, active
learning was performed at a minimal amount and none of the schools engaged in critical
pedagogy; all of the teachers liked brainstorming and teamwork as active learning
techniques, but only the Canadian teachers engaged in them regularly and the Iranian
teachers explicitly complained that they were unable to use teamwork in their classes.
From these results none of the studied schools followed the proposed model, and
missed many opportunities to prepare their students for a global society. However, this
was often due to structural problems and not lack of knowledge or interest. For example,
the teachers liked active learning and wanted to use it but gave reasons why they were
unable to (e.g., Turkish teachers did not want to compromise the hierarchy, Iranian
teachers were working two or three jobs due to low salary and worried that ‘critical
pedagogy’ was too threatening to the government). As such, gradual changes are likely
needed to move the schools towards a more global model of educational leadership.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION

vi

Dedication

Mawlana Rumi (1207 – 17 December 1273):
All day I think about it, then at night I say it.
Where did I come from, and what am I supposed to be doing?

I would like to dedicate this dissertation to the three professors who have guided me
greatly in my graduate education:
Dr. Glenn Rideout
Dr. Jerry Paquette
Dr. Ali A. Farhanghi

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION

vii

Acknowledgements

Many people have supported and encouraged me throughout the process of writing this
dissertation. I would like to especially thank my mother, and my friends: Dr. R. Haworth,
Dr. H. Tutunchi, Mr. D. Bagheri, Dr. M. Kabirnejat, Dr. S. Rohani, Mr. D. Jabbarzadeh,
Mr. S. Weissberg, Mr. S. Abbasi, Mr. R. Bozourghi, Mr. B. Moharrerzadeh, Ms. F.
Kusar, Ms. N. Serin, Mr. A. Mahkam, Ms. M. Turkalj, and many others.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION

viii

Table of Contents
Author’s Declaration of Originality ............................................................................... iii
Abstract ............................................................................................................................. iv
Dedication ......................................................................................................................... vi
Acknowledgements ......................................................................................................... vii
List of Tables .................................................................................................................... xi
List of Figures ................................................................................................................. xiii
Chapter One: Introduction ...............................................................................................1
Problem Statement .......................................................................................................... 3
Purpose of this Research ................................................................................................. 5
Significance of this Study ............................................................................................... 7
Situating the researcher within the research ................................................................... 8
Summary ....................................................................................................................... 10
Chapter Two: Literature review ....................................................................................11
Globalization and Intercultural Relations ..................................................................... 12
Leadership Theories ...................................................................................................... 15
Nature of Leadership................................................................................................. 17
Pre-Modern Leadership ............................................................................................ 25
Modern Leadership - Classical School ..................................................................... 26
Modern Leadership - Behavioural Theories ............................................................. 31
Modern Leadership - Content Motivation Theories ................................................. 36
Modern Leadership - Process Motivation Theories .................................................. 41
Modern Leadership - Contingency Theories ............................................................ 44
Modern Leadership - Systemic Theories .................................................................. 54
Postmodern Leadership ............................................................................................. 55
Leadership in Islamic contexts.................................................................................. 62
Leadership in Schools ............................................................................................... 83
Structure and Types of Organizations........................................................................... 90
Learning Organizations ............................................................................................. 95
Active Strategies for Learning ...................................................................................... 99
Active vs Passive Learning ....................................................................................... 99
Bloom’s Taxonomy ................................................................................................ 102
Critical Pedagogy .................................................................................................... 105
Metacognition ......................................................................................................... 108

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
ix
Theorizing a global model .......................................................................................... 110
Summary ..................................................................................................................... 113
Chapter Three: Methodology .......................................................................................114
Rationale for Qualitative Research ............................................................................. 115
Possible Qualitative Methodologies ........................................................................... 116
Phenomenology....................................................................................................... 117
Grounded Theory .................................................................................................... 118
Action Research ...................................................................................................... 119
Narrative Inquiry..................................................................................................... 120
Case Study .............................................................................................................. 122
Chosen Methodology .................................................................................................. 124
Rationale ................................................................................................................. 124
Pragmatic Issues...................................................................................................... 126
Research Questions ................................................................................................. 127
Data Collection ........................................................................................................... 131
Participants .................................................................................................................. 132
Procedure .................................................................................................................... 134
Analysis of interview data .......................................................................................... 136
Ethical Considerations ................................................................................................ 137
Limitations of this research ......................................................................................... 139
Summary ..................................................................................................................... 140
Chapter Four: Results ...................................................................................................141
Education systems in the studied countries ................................................................ 141
Participant Description................................................................................................ 148
Principals’ Responses ................................................................................................. 149
Teacher’s Responses ................................................................................................... 166
Students’ Responses.................................................................................................... 188
Summary ..................................................................................................................... 206
Chapter Five: Analysis and Findings ...........................................................................207
Analysis using the Tannenbaum and Schmidt Leadership Continuum ...................... 210
Analysis using the Learning Organization Leader Characteristics ............................. 211
Analysis using the Five Principles of Individuals in Learning Organizations ............ 219
Analysis using the Six-Dimensional INVEST Model for Learning Organizations .... 233
Integrated Analysis ..................................................................................................... 273

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
x
Summary ..................................................................................................................... 283
Chapter Six: Discussion.................................................................................................284
Role of family ............................................................................................................. 284
Role of population....................................................................................................... 287
Religious ideology in education.................................................................................. 289
UN sustainable education target for 2030 ................................................................... 297
Necessary changes for a global model ........................................................................ 306
General discussion ...................................................................................................... 316
Towards a leadership model for global education ...................................................... 324
Conclusion .................................................................................................................. 328
References .......................................................................................................................336
Appendix .........................................................................................................................371
Vita Auctoris...................................................................................................................376

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION

xi

List of Tables
Table 2.1. Main factors in the Motivation & Hygiene Theory (Borkowski, 2015) ............40
Table 2.2. An example tool to measure the effectiveness of a leader based on Fiedler’s
Contingency Model (adapted from Booyens, 1998) ..........................................................46
Table 2.3. Summary of the six leadership styles in Goleman’s Situational Leadership
(Goleman, 2002) ................................................................................................................62
Table 2.4. Description of Leithwood and colleagues’ educational leadership theory
(adapted from Leithwood et al., 2006, pp. 30-31) .............................................................87
Table 2.5. Four major positions in studying leadership (adapted from Gunter, 2001) ....88
Table 2.6. Bloom’s taxonomy of educational objectives for knowledge-based goals (from
UNC, 2017) ......................................................................................................................103
Table 2.7. Bloom’s taxonomy of educational objectives for skills-based goals (from UNC,
2017) ................................................................................................................................104
Table 2.8. Bloom’s taxonomy of educational objectives for affective goals (from UNC,
2017) ................................................................................................................................104
Table 4.1. Codes used for participants’ comments throughout the text ..........................149
Table 4.2. Age and gender of participants .......................................................................149
Table 4.3. Interview questions for principals for the Inspired learners factor................150
Table 4.4. Interview questions for principals for the Nurturing culture factor ...............153
Table 4.5. Interview questions for principals for the Vision for future factor .................156
Table 4.6. Interview questions for principals for the Enhanced learning factor .............159
Table 4.7. Interview questions for principals for the Supportive management factor ....162
Table 4.8. Interview questions for principals for the Transforming structure factor ......164
Table 4.9. Interview questions for teachers for the Inspired learners factor ..................167
Table 4.10. Interview questions for teachers for the Nurturing culture factor................171
Table 4.11. Interview questions for teachers for the Vision for future factor .................175
Table 4.12. Interview questions for teachers for the Enhanced learning factor .............177
Table 4.13. Interview questions for teachers for the Supportive management factor .....180
Table 4.14. Interview questions for teachers for the Transforming structure factor ......185
Table 4.15. Interview questions for students for the Inspired learners factor .................188
Table 4.16. Interview questions for students for the Nurturing culture factor ................194
Table 4.17. Interview questions for students for the Vision for future factor ..................197
Table 4.18. Interview questions for students for the Enhanced learning factor ..............199
Table 4.19. Interview questions for students for the Supportive management factor......201
Table 4.20. Interview questions for students for the Transforming structure factor .......204

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
xii
Table 5.1. Ranking of principals and teachers along the T&S continuum ......................211
Table 5.2. Analysis results for Principals in terms of the three leader characteristics ...213
Table 5.3. Analysis results for Teachers in terms of the three leader characteristics .....217
Table 5.4. Analysis results for Principals in terms of the five learning organization
principles..........................................................................................................................222
Table 5.5. Analysis results for Teachers in terms of the five learning organization
principles..........................................................................................................................227
Table 5.6. Examples and meaning of different levels for Inspired learners (I) dimension235
Table 5.7. Examples and meaning of different levels for Nurturing culture (N) dimension235
Table 5.8. Examples and meaning of different levels for Vision of future (V) dimension236
Table 5.9. Examples and meaning of different levels for Enhanced learning (E) dimension236
Table 5.10. Examples and meaning of different levels for Supportive management (S)
dimension .........................................................................................................................237
Table 5.11. Examples and meaning of different levels for Transforming structure (T)
dimension .........................................................................................................................237
Table 5.12. INVEST scores for the Canadian School ......................................................238
Table 5.13. INVEST scores for the Turkish school ..........................................................251
Table 5.14. INVEST scores for the Iranian School ..........................................................263
Table 5.15. Comparison of INVEST and T&S scores for the principals .........................274
Table 5.16. Comparison of INVEST and T&S scores for Teachers.................................276
Table 5.17. Comparison of the INVEST scores for the students ......................................278
Table 5.18. Comparison of INVEST scores and T&S ranking across schools ................280
Table 5.19. Comparison of INVEST scores for informal interview (II; typical Turkish
school) and formal interview (FI; elite Turkish school) of teachers and students ..........282

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION

xiii

List of Figures
Figure 2.1. This figure shows the leadership topics that are discussed in the literature
review, and how they are organized. .................................................................................25
Figure 2.2. This figure shows the interconnectedness of the many leadership theories in
the modernist era. ...............................................................................................................27
Figure 2.3. A list of the 18 Therbligs (Wood & Wood, 2003). .........................................29
Figure 2.4. The Managerial Grid (see Blake & Mouton, 1981). .......................................35
Figure 2.5. Maslow’s original Hierarchy of Needs (Maslow, 1943).................................38
Figure 2.6. The role of management and staff in Theories X and Y (Borkowski, 2015). .39
Figure 2.7. The components of Expectancy Theory and how they interrelate (Schmidt,
2002). .................................................................................................................................42
Figure 2.8. The relationship between authority and freedom in Tannenbaum and
Schmidt’s model, with the seven levels they identified (Tannenbaum & Schmidt, 1973).49
Figure 2.9. Hersey and Blanchard’s Situational Theory (from Mullins, 2010). ...............52
Figure 2.10. A diagram of the ten practices of Hallinger’s model, and their organization
into three categories of practices (adapted from Leithwood, Day, Sammons, Harris, &
Hopkins, 2006, pp. 22-23). ................................................................................................86
Figure 2.11. This figure shows the major topics about structures, types, and strategies of
educational organizations...................................................................................................90
Figure 2.12. Diagram showing amount learned through different learning techniques
(from Fobes & Kaufman, 2008).......................................................................................100
Figure 3.1. Illustration of the relationships between the goal and dimensions of the
research, research questions, theoretical foundation, and study instruments. .................130
Figure 5.1. The three models that are used to analyze the study results. ........................209
Figure 5.2. Comparison of INVEST scores for the Canadian school using data from
Table 5.12. .......................................................................................................................239
Figure 5.3. Comparison of the INVEST scores for the Turkish school, using data from
Table 5.13. .......................................................................................................................251
Figure 5.4. Comparison of INVEST scores for the Iranian school, using data from Table
5.14...................................................................................................................................264
Figure 5.5. Comparison of INVEST scores of principals, using data from Table 5.15. .275
Figure 5.6. Comparison of INVEST scores of teachers, using data from Table 5.16. ....277
Figure 5.7. Comparison of INVEST scores of the students, using data from Table 5.17.279
Figure 5.8. A comparison of the INVEST scores of the informal and formal Turkish
interviews. ........................................................................................................................282
Figure 6.1. Percentage of Iranian population aged 18-24 enrolled in tertiary education
(World Bank Open Data, 2017). ......................................................................................289

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
xiv
Figure 6.2. A model of the policy borrowing process for education (from Philips & Ochs,
2003). ...............................................................................................................................328

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Chapter One: Introduction
The world is becoming more socially, economically, politically, and culturally
interconnected, to the point where the term ‘global society’ may be used. Such
interconnectedness can often lead to prejudice, tension, and conflict as diverse groups of
people interact in new, powerful, and often unequal methods. Cooperation and mutual
respect can be encouraged to avoid potential conflict, since attitudes can facilitate
peaceful and productive interaction among people such that their society can grow and
flourish (Chang, 2010). Education is often presented as a powerful tool for reducing the
likelihood of conflict (Harris, 2008). However, to reduce the tension and potential for
conflict resulting from increasing diversity in a society, it may not be simply education
that is needed, but rather societal institution including education that encourages
cooperation, mutual respect, and intercultural understanding (Chang, 2010; Mundy, 2008;
UNESCO, 2013). Yet, even if this kind of education is necessary, how can such a
statement be empirically studied or explored for the context of the whole world (i.e., the
‘global society’)?
A high degree of interconnectedness is often a defining feature for a ‘global
society,’ but ‘global society’ can also be defined as a society that is highly diverse, and
whose people realize the importance of respect for that diversity, cooperation, and mutual
support (Spring, 2014). Such a definition allows contexts smaller than the whole planet,
such as a single, highly diverse country, to be examined in order to better understand
theories, models, and policies that may be beneficial for the broader setting. In other
words, studying the situation within highly diverse countries (i.e., small ‘global

1
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societies’) can inform the development of models for the world (i.e., the larger ‘global
society’).
To promote education that functions within, and supports, a global society there
needs to be leadership that also function within, promotes, and supports the necessary
attitudes for such a society. In other words, there needs to be leadership that promotes
education that recognizes diversity and the need for mutual collaboration and cooperation
(Spring, 2014). However, many different styles of leadership could potentially be used;
but how well a particular style of leadership provides an education that fosters such
global values is poorly understood. While it is possible that a new style (or styles) of
leadership may need to be developed in order to foster such values, it is also possible that
existing styles would be just as effective. Although a single country could be
conceptualized as a microcosm of a global society (i.e., that country is diverse and
provides education that promotes cooperation among its own groups of people), it would
be better to explore leadership appropriate for any country; in this way, the leadership
model would be applicable regardless of the country and would support a growing global
society composed of many countries throughout the world. Since the countries of the
world are quite diverse, the exploration of leadership should likewise contain a diversity
of views across cultures and time.
However, an examination of leadership, either in theory or in practice, would be
incomplete without considering contextual factors that may influence the implementation
of leadership. For example, a leader may want to regularly gather feedback from others in
the group but has difficulty doing so because various policies prevent such
communication from occurring. A principal may want to hear from the students of her
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school, only to realize that board policy prevents her from talking to students directly; she
must ask the teachers to gather this information first. In other words, the organizational
structure of the school--whether it is highly vertical, requiring intermediaries for
communication and decision making, or highly horizontal, where responsibilities are
spread out over the group (Cruz-Cunha, 2010) may influence how leadership actually
occurs within a particular school. In a global context, where a diversity of opinions may
need to be considered, and potentially vastly differing views resolved, how
communication and influence is distributed through an organization may impact the style
of leadership that occurs.
Similarly, the capacity for adaptation to change that has been incorporated into
the structure of an organization may also influence the style of leadership that can operate
within that organization. For schools, adapting to change may take the form of
encouraging individual learning or personal growth (e.g., the school is a learning
organization; see Senge, 1990), or emphasizing creativity instead of knowing content
(e.g., classroom management practices that encourage a transformational instead of
transactional style of management; see Lussier & Achua, 2015). For education in a global
context, encouraging behaviours and attitudes conducive to handling change may be quite
useful. As such, the degree to which the leadership of a school agrees with adapting to
change, and whether some kinds of adaptation are actively encouraged, is another
contextual factor to consider.
Problem Statement
The purpose of this research was to explore educational leadership that has been
theorized or used in various countries and cultures in terms of three dimensions
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(leadership style, organizational structure, and approach to learning) so as to identify a
model for educational leadership that is appropriate for a global society. In particular,
theories from a Western secular perspective will be compared against those from an
Islamic background in the Middle East, and the practice of different leadership styles will
be explored in schools of three countries: Canada, Turkey, and Iran.1 As such, certain
questions need to be explored in order to understand this topic more fully. Therefore, this
research seeks to explore the following seven research questions:
1.

What leadership styles are used in the public education systems of the studied
countries? (i.e., are the school leaders using a transactional or transformational
leadership style?)

2.

To what degree are these leadership styles authoritative or cooperative, as measured
by the Tannenbaum and Schmidt model (Tannenbaum & Schmidt, 1973)?

3.

Are the organizational and educational structures of the education systems of the
studied countries more vertical (i.e., top-down or hierarchical) or horizontal (i.e.,
team-based) in nature?

4.

To what degree are the schools in the studied countries learning organizations, as
measured by the INVEST model (Pearn, Roderick, & Mulrooney, 1995)?

5.

What approaches to learning are in use? (e.g., do the methods encourage personal
growth? Do they instead encourage conformity? Or adapting to change?)

6.

If a school is using a leadership style, organizational structure, or approach to
learning that is maladaptive for a global society (e.g., the style promotes inherent
superiority of one group over another, or highly centralized decision-making, or

1

The reason for choosing these countries is explained in Chapter Three. Briefly, it is because these
countries provide a mix of Western and Islamic contexts and are also sufficiently diverse societies in which
the practice of various leadership styles can be explored.
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uncritical conformity to one group’s ideology) then what are some factors that could
prevent or delay changing to a more adaptive style?
7.

What could be an appropriate model for educational leadership for a global society?
(i.e., what leadership style, organizational structure, and approach to learning could
work best for education in a global society)
The method by which these research questions were investigated is described in

detail in Chapter Three. Briefly, RQ2, RQ3, and RQ4 used specific instruments for
measuring the state of the studied schools, while RQ1, RQ5, RQ6, and RQ7 involved
comparing the actual situation of the studied schools to possible methods mentioned in
the literature (e.g., question 1 compares leadership styles actually used to many possible
ones that could be used). The instruments and possible methods used for investigation or
comparison are briefly described in Chapter Two. Later chapters contain data,
interpretations, and analysis corresponding to these questions. In particular, RQ1, RQ2,
RQ3, and RQ4 are discussed in Chapter Five while RQ5, RQ6, and RQ7 are discussed in
Chapter Six.
Purpose of this Research
The ultimate objective of this research is to conceptualize a model for educational
leadership appropriate for a global society. Such a model might include: leadership styles
adaptive for a global society, and promotes the attitudes and values necessary for a stable
global society; organizational structures that support this style; management that supports
this model in the classroom and the education system overall; and an approach to learning
that teaches any content necessary for the curriculum in a manner consistent with the
leadership style and organizational structure.
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Although any model needs to take into account the theories that would promote
this global approach, it is important to understand what is currently in use and why;
despite the theoretical superiority of one approach, it may be impossible to implement it
given the prevailing situation within schools. Thus, the first five research questions
explore the current setting of education so that this information can be compared against
current theories of leadership. The next step would be to identify what changes might be
needed in both Islamic and Western countries in order to implement a new leadership
model (i.e., determine what changes are needed to properly use, teach, and support this
leadership style, organizational structure, and classroom management methods). Again,
the first five research questions will help identify potential changes, while the sixth
question will explore any necessary changes in more detail. Therefore, attempting to
answer the first six questions will, at least, create the foundation necessary to
conceptualize and suggest a model for educational leadership for a global society (i.e., the
first six questions will help to answer the seventh question).
Furthermore, this research attempts to implement global competence in its
approach. One aspect of global competence is “the capacity to analyse global and
intercultural issues critically and from multiple perspectives” (OECD, 2016) so as to
better understand the different ideas people have of themselves and others. Thus, the
global model would need to be informed through perspectives from a diversity of
cultures. Although a full approach to global competence would involve many cultures,
such an approach was impractical in the context of this dissertation and would be better
suited for future areas of research. However, the three countries chosen in which to
conduct this research are examples of diverse cultures, both in terms of being different
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from each other and themselves being multicultural countries. Thus, by conducting this
research in three countries, and allowing participants from each culture to express their
ideas, values, and opinions without needing to conform to the norms of the researcher’s
culture or perspective, this research is able to implement global competence.
Significance of this Study
It could be suggested that the best model for educational leadership in a global
society would be to use the dominant or most common style. However, there is no
evidence suggesting which style is dominant or most commonly used across the world.
Although it could be argued that the Western approach to leadership in education is the
dominant one, given the dominance of Western culture and politics on the global stage,
this says little about whether the Western approach would actually be appropriate for a
global society. Does the Western approach to leadership promote the cooperative attitude
necessary for a stable global society? Would the Western approach work the same when
directly applied to different cultures, such as countries in the Middle East? Likewise, it
could be the case that a leadership style used in some completely different culture may
actually be more effective for promoting this cooperative attitude. Perhaps the leadership
style used in Middle Eastern countries would be better. The point is that there is no
evidence to say whether any currently used leadership styles would be appropriate for
educational leadership for a global society.
Furthermore, the current forces of globalization are changing the relationships
between countries and people in a way that is unique in history in terms of scope and
complexity; leadership styles that would be appropriate to such a context are still underresearched. Organizational structure and management of schools is critical but leadership
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has the capacity to push for change in both of these areas; this makes leadership style a
very important factor to consider. Thus, one of the main goals of this research is to better
understand what leadership styles would be appropriate to use in the education system to
produce a more cooperative, stable, and harmonious global society and explore the
circumstances within the education system of various countries that may be more or less
conducive to such leadership styles.
Situating the researcher within the research
Due to my background as a university-level instructor for many years, and my
experiences in the Iranian education system, I believe that there are many problems
within education. After spending some time in Canada, it became clear to me that
although its education system is better, there are also some problems with it.
Furthermore, it seemed that a single approach to education may not be effective since
local differences need to be properly respected and understood. For example, in the
Iranian education system all classes need to be taught in the Persian language, even
though many students in different parts of the country do not speak Persian as their first
language (i.e., their parents, surrounding relatives, and friends regularly and prefer to
speak in a language other than Persian). Research that I conducted on this problem
suggested that being forced to learn in languages other than their first language
negatively affected students’ ability to learn and may lead students to drop out of school
(Tabrizi, 2013). Since the Iranian education system, at least in this topic, did not respect
local diversity then it harmed the overall effectiveness of the system and resulted in many
students not learning well or outright leaving school.
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leadership was a major factor for such problems in the Iranian education system.
Likewise, I assumed incorrect leadership could also be a factor for problems in other
education systems. I initially thought the leadership used in Canada would be good, and
started exploring differences between Western leadership (i.e., leadership used in
Canada) and Islamic leadership (i.e., leadership used in Iran and Turkey) in the context of
education. However, it soon became clear that this initial research was too limited, since
it only looked at a few aspects of leadership. Topics in leadership needed to be connected
to research about organizational structure and approaches to teaching and learning.
Furthermore, the topics needed to be connected in a way that would lead to a global
approach such as a leadership model that would take into account the diversity of its
country and the need to have critical, informed, and respectful students.
Although I already had a model in mind, as described in Chapter Two, I also
knew that I needed to see not simply how well that model would work in various
countries but how people already thought about and used leadership in the education
system. Thus, it was necessary to conduct interviews with different people to hear their
opinions about the leadership, organizational structure, and approaches to learning used
in their own education system. The three countries in which I chose to conduct this
research had several benefits, as explained in Chapter Three, but were also countries in
which I had personal experience and a personal connection (e.g., currently living and
studying in Canada, growing up and working in Iran, speaking Turkish as my first
language and regularly visiting Turkey). Although this made it easier to conduct research
in those countries, it is possible that my many years of exposure the local religious and
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understanding of their education systems. As such, it was very important to get opinions
from people natively living in those countries and working or studying within its
education system.
Summary
In this chapter, the purpose of this research, the research questions, and the
significance of this research were described. The ultimate goal of this research was also
mentioned: to conceptualize a model for educational leadership appropriate for a global
society. This model may include existing theories in leadership, organization, and
teaching approaches or it may require something different. Therefore, in chapter two will
be presented a description of educational leadership followed by multiple theories in
leadership, organization, and teaching approaches. These theories are popular or
significant in their respective areas, and could be potentially relevant for the abovementioned model; hence, they should be examined and discussed to conceptually
determine their usefulness for the global education leadership model.
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Chapter Two: Literature review
This chapter will contain a brief description of educational leadership as a broad
starting point. Consistent with the purpose of this research, comparing styles of
leadership between Middle-Eastern Islamic and Western Secular perspectives to
determine a model for global educational leadership, this literature review will highlight
particular needs with respect to leadership in the context of education for a global society.
To conduct this literature review, I used the Education Resources Information
Center (ERIC) database and Google scholar. ERIC is an Internet-based digital library of
research and information in Education, sponsored by the Institute of Education Sciences
of the United States Department of Education. It provides access to a variety of academic
literature going back to 1966, with a full-text database that can be searched online. When
conducting this literature review, I would frequently look up papers based on the
references and authorship of other papers that I thought were relevant, and then would
search using keywords similar to the accepted ones. For example, once I learned about
transformational leadership then I would look for other papers on the same topic.
Usually, the full text of these papers was available on ERIC.
For analyzing the literature, Onwuegbuzie and colleagues suggest two main
forms: within-study literature analysis and between-study literature analysis (2010). A
within-style analysis involves a rigorous and comprehensive analysis of a single work,
looking at all components (e.g., title, literature review, theoretical framework, and
discussion) rather than just looking at the results section. A between-study analysis
involves comparing and contrasting information from two or more sources. Most
commonly, the results of empirical works are compared. However, I will use the more
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exhaustive form in which multiple components of multiple works are compared (e.g.,
comparing the results of one work with the theoretical framework of another; comparing
the literature review sections of two works; etc.).
After gathering literature I categorized them into three main groups: leadership,
organization, and approaches to learning. The literature on organization focuses on how
organizations are structured and operated, and how both structure and operation are
connected to leadership. The literature on approaches to learning focuses on particular
methods of teaching that are related to leadership. In other words, if we consider a
teacher as a leader in the classroom, their approach to teaching is an expression of their
role as a leader. However, teaching is not merely an act of leadership, and much of the
research on different approaches to teaching ignores this leadership dimension. Hence,
the literature for approaches to learning only covers a few theories that complement, or
are associated with, specific leadership theories.
Globalization and Intercultural Relations
Globalization brings both good and bad opportunities for many countries. It
brings innovation, new experiences and technologies, and new opportunities for work,
but it also contributes to economic inequality, weakened job security, and social division
and tensions (OECD, 2016). When describing globalization, it can generally be done in
two ways. One method involves describing how economic and political interconnectivity
increases, typically through business interests, even when such interconnectivity is not
necessarily desired. This method is often referred to as globalization from above
(Brecher, Costello, & Smith, 2000). The second method involves describing the
interconnectivity that occurs as individuals work together to find cooperation and mutual
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globalization from below, since it occurs at the grassroots level (Brecher et al., 2000).
Both cases acknowledge that forces at the global level influence events at the local level,
but in an attempt to better theorize and discuss the interaction between the global and
local level Weber (2007) describes the concept as ‘glocal.’ Glocalization, where forces at
the global and local level merge and interact, is gaining interest in education because of
how complicated and challenging these forces are for the development of education
(Spring, 2008).
Although glocalization is of interest to researchers in education, there is limited
discussion of the material in educational leadership. Brooks and Normore (2010) discuss
how the educational leadership literature has not been considering the implications of
glocalization, such that the leaders are either ignorant of this perspective or they are
aware of the perspective but are not using any such material so as to engage their students
in this perspective. This is a problem, since the skills that students need as a result of
glocalization differ from an education setting that ignores or does not consider that
perspective. The new skills are typically grouped under the heading of global competence
(OECD, 2016).
Global competence refers to “the capacity to analyse global and intercultural
issues critically and from multiple perspectives, to understand how differences affect
perceptions, judgments, and ideas of self and others, and to engage in open, appropriate
and effective interactions with others from different backgrounds on the basis of a shared
respect for human dignity.” (OECD, 2016, pg 3) In other words, it is the capacity to
engage with others in a way that seeks to understand their perspective, is respectful of
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their cultural norms, and is mutual in that the others with whom you speak are likewise
curious, respectful, and are engaged without being forced or required to do so. The main
underlying belief of global competence is that diversity should be valued provided it does
not violate human dignity (OECD, 2016). A summary of key themes of global
competence across different cultures includes: respect, listening, adaptation, relationship
building, seeing from multiple perspectives, self-awareness and cultural humility
(Deardorff, 2013).
The need for this concept derives from the realization that the youth in a global
society need to learn how collaborate with others from different countries, cultures,
backgrounds, and academic and industrial disciplines, primarily because such
collaborations are often necessary in order to solve complex economic and social
problems. Complex problems require careful and critical analysis, and when these
problems involve cross-cultural engagement there also needs to be mutual respect and a
desire to understand multiple perspectives (OECD, 2016). Although global competence
involves more than knowledge, the knowledge component can be thought about as
‘intercultural knowledge.’ This is not simply seeking to understand the perspectives of
others, but recognizing the influences that have shaped one’s own perspective and
recognizing the commonalities between different perspectives (Doscher, 2012). It is also
important to acknowledge that understanding the values of a different culture does not
mean to accept or agree with them, but understanding how those values affect the way
that others think and behave provides a means of reflecting on one’s own values and
seeing how they have shaped how one thinks and behaves (Fennes & Hapgood, 1997).
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organization, they also need global competence in order to communicate effectively with
people from diverse cultures and determine how best to work within different cultural
contexts (Pusch, 2009). For leaders, the global competence required is the ability to
consciously shift the cultural perspective and behavior used depending on the local
circumstances, as well as using these different cultural perspectives to evaluate the
current circumstances and goals (Pusch, 2009). Teachers also need to develop global
competence in order to properly understand how it can be taught. Thus, global
competence needs to be not simply within the curriculum but also part of the leadership
style that it used. There is no leadership style specifically for global competence, but
some researchers have explored what it looks like for leaders to develop global
competence (e.g., Osland, Mendenhall, & Li, 2017) while other leadership theories, such
as transformational leadership and leadership in learning organizations that are discussed
below, consider global competence as part of the necessary skill set that leaders should
have and empower in others.
Leadership Theories
The recent literature on leadership can be grouped by whether it comes from a
Western or Islamic perspective. “Western leadership” here includes the various
leadership theories that have been developed predominantly in the United States, Western
Europe, and countries from a similar cultural background (e.g., Australia). “Islamic
leadership” includes various leadership theories that have been developed in countries
with an Islamic ideological approach (e.g., Iran, Turkey, Malaysia, and Saudi Arabia).
Even though such theories are typically from Middle-Eastern countries, it is the religious
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element that matters the most; in other words, the Islamic foundation is critical for these
theories, whereas leadership theories from the Western literature, such as Situational
Leadership (Hersey & Blanchard, 1982), Transformational Leadership (Roueche, Baker
III, & Rose, 2014), and Scientific Management (Robbins, Bergman, Stagg, & Coulter,
2002) excludes, ignores, or limits a religious dimension. Leadership theories could be
developed using a religious dimension other than Islam. However, the goal of this
dissertation is to consider leadership theories in light of a global society, which means it
is necessary to consider the approach taken in various countries and cultures. This
dissertation did not look at every country, but considered theories from Western countries
(e.g., Canada and the United States) and Islamic countries (e.g., Iran and Turkey) because
of their global political and financial strength, the differences in their ideological
approach to leadership, and the recent impact of terrorism (i.e., terrorism seems to be
more active in or from Middle-Eastern countries, regardless of any underlying reasons
there may be for such terrorism).
Furthermore, the conception of leadership from a Western perspective has
undergone changes over the past 150 years such that various theories can be associated
with a particular time-period of Western thought. Roughly speaking, these time periods
can be organized as pre-modern, modern, and postmodern, with postmodern often
considered the current time period of Western thought. Although it could be argued
whether Islamic leadership theories have undergone similar changes, academics who
discuss and analyze such theories (e.g., Khan, 2008) do not conceptualize them as fitting
into particular Western time periods but rather emphasize the Islamic foundation. In other
words, while Western academics may discuss whether a theory is ‘modern’ or
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thought that a theory fits into regardless of the time period. To avoid forcing one method
of conceptual categorization, the leadership literature is simply divided into four groups:
pre-modern, modern, postmodern, and Islamic.
Nature of Leadership
Leadership is a part of human life, and has been since the beginning of human
civilization. Yukl (2006) defined leadership as “the process of influencing others to
understand and agree about what needs to be done and how to do it, and the process of
facilitating individual and collective efforts to accomplish shared objectives” (p. 8).
Northouse (2012) defined leadership as “a process whereby an individual influences a
group of individuals to achieve a common goal” (p. 3). These definitions suggest several
components central to leadership. Some of them are as follows: (a) Leadership is a
process, (b) leadership involves influencing and engaging in dialogue with others, (c)
leadership happens within the context of a group, (d) leadership involves goal attainment,
and (e) these goals are shared between leaders and other group members. Each of these
components will be examined below, followed by a brief discussion on the related topics
of how trait leadership is different from leadership as a process, how emergent and
appointed leadership are different, and how coercion, power, and management are
different from leadership.
Process leadership. Some have suggested that leadership is an inherent quality
with which a person is born, similar to other qualities like charisma or patience
(Northouse, 2012). However, conceptualizing leadership as a process moves away from
thinking about leadership as a single characteristic or trait received at birth towards the
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relationships that are formed between leaders and other group members. In other words,
leadership is thought about in terms of how leaders affect, and are affected by, their
followers either positively or negatively. It stresses that leadership is a two-way,
interactive event between leaders and followers rather than a linear, one-way event in
which the leader affects the followers but not vice-versa. Defining leadership as a process
makes it available to everyone—not just a select few who are born with it. “More
important, it means that leadership is not restricted to just the one person in a group who
has formal position power (i.e., the formally appointed leader)” (Rowe, & Guerrero,
2012, p. 2). However, it should be noted that simply because leadership is two-way does
not mean the effects are equal in strength or quality; the leader could have a much
stronger effect. For example, in the context of a school community, parents can be
affected by decisions and actions by various leaders in the community without having
any opportunity to contribute a comparable degree of effect. How this two-way process
operates in practice can vary greatly depending on the dialogue that occurs.
Leadership is about influence. Influence can be in any level of work or
organizational context, such as subordinates, peers, and bosses. Without influence, it
might be impossible to be a leader (Dubrin, 2007). At the same time, having influence
increases the need to be ethical with how that influence is used. For instance, a leader
who has significant influence over a group could cause happiness or suffering of the
group, depending on what decisions he or she makes. If more dialogue occurs (i.e, the
leader receives greater input from others in the group) then the leader has less influence,
but can make decisions that are more consistent with the desires of the rest of the group.
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Leadership operates in groups. This means that leadership is about influencing a
group of people who are engaged in a common purpose or goal (Hollander, 1992). This
can be a small center for management improvement in a business school with a staff of
four, a naval ship with a company of 300, or a multinational enterprise such as Starbucks
with almost 10,500 stores worldwide and in excess of 100,000 employees. This definition
of leadership confines the inclusion of leadership training programs to those that teach
and help people to lead themselves.
Leadership includes the achievement of goals. Leadership is working with
different groups of people and directing them toward the accomplishment of a task or the
reaching of an endpoint through diverse means (Dubrin, 2007). Leaders and their
employees work together and incorporate their energies to achieve something together.
For example, a sports coach works with his or her players to get high points in a game or
win a championship. As another example, a teacher can be a classroom leader who would
like to help his or her students develop a better understanding of some topic.
Leaders and followers share objectives. Leadership means that leaders work with
their followers to achieve private or organizational objectives (Hollander, 1992).
Establishing shared objectives, leaders and followers can coalesce around difficulties to
find a logical solution. If followers and leaders work together, those leaders who offer
better opportunities and support for determining goals will be able to find goals that are
more appropriately defined for their organizations (Dubrin, 2007).
Trait versus process leadership. Statements such as “She is a born leader” or
“He was born to lead” suggest leadership is trait-based. Yukl (2006) explained that the
trait approach “emphasizes leaders’ attributes such as personality, motives, values, and
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skills. Underlying this approach was the assumption that some people are natural leaders,
endowed with certain traits not possessed by other people” (p. 13). In other words, traitbased leadership means leadership is innate and restricted to only certain people. Since
leadership is restricted to these special people, due to their birth, adherents of this
approach would believe that it is impossible to train people who are not born with those
traits to become leaders (Yukl, 2006). Bryman (1992) described some example traits that
are helpful for leadership, including: an extroverted personality, good speaking ability,
and various physical characteristics such as height. In contrast, considering leadership as
a process means that leadership is not dependent on personal traits; it suggests that
anyone can be a leader, leadership is observable, and leadership can be learned through
seeing how leaders behave or what they do (Daft, 2005; Jago, 1982; Northouse, 2012).
Assigned versus emergent leadership. Assigned leadership occurs when a person
is appointed to a formal position of authority within an organization (Yukl, 2006). In
contrast, emergent leadership occurs when one member of a group is treated as a leader
by his or her peers. For example, a general manager of a sports team or CEO of a
business are appointed leaders. However, people within those groups may look to another
person for leadership; this other person is an emergent leader. Emergent leadership
appears when others perceive a person in their group to be the most influential, regardless
of his or her formal position within the group (Yukl, 2006). This form of leadership
grows entirely by how the emergent leader behaves and others in the group support,
accept, and/or encourage leadership behaviour. Therefore, emergent leadership does not
appear as a result of being appointed to a position but gradually over time from positive
communication and interactions (Yukl, 2006). For instance, some examples of
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communication and interactions that result in emergent leadership are keeping others well
informed, asking others for opinions, being firm in one’s decisions but still remaining
flexible, and suggesting new or compelling ideas (Fisher, 1974; Northouse, 2012). In
other words, emergent leadership appears due to the leader’s “ability to inspire
confidence and support among the people who are needed to achieve organizational
goals” (Dubrin, 2007, p. 2).
Leadership and power. McFarland (1969) has suggested that power and
leadership are related, because power is part of the ability to influence others, but having
power is not the same thing as leadership. One way of defining power is the capacity to
influence others so they create the desired effect. In other words, a person with influence
has the power to affect the beliefs, attitudes, opinions, and behaviours of others.
Daft (2005) explained that power within an organization can be roughly divided
into two types: positional and personal power. Positional power is the power a person
gets due to their position within the organization. For example, the president of a
university, the dean of a faculty, and a professor within a faculty may have different
amounts of power but they all have positional power. In contrast, personal power is the
power arising from having positive relationships (i.e., supportive, encouraging, helpful)
with others (Yukl, 2006). When someone is viewed by his or her peers as being
knowledgeable, likable, and supportive then that person has personal power.
Furthermore, if a person has both positional and personal power, Daft (2005)
suggested it is best to use personal power; positional power is much easier to overuse,
whereby people think someone with positional power is “abusing” or “misusing” it. Once
positional power is seen as abusive, it ceases to have influence; more often it results in no
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influence, or influence that encourages others to act in a contrary manner. Therefore, it is
important to know when to use positional power and to what extent, so that the influence
one desires to exert does not become harmful. For example, if the goal is to encourage
students to spend more time reading about some topic, the positional power of a teacher
could be overused such that the students no longer want to read; in other words, the
power no longer has influence and the goal is now more difficult or impossible to
achieve.
Furthermore, using power can often result in an unequal exchange (Daft, 2005);
power can be used to achieve goals that enhance the state of the person with power, at the
expense of others, and it can enhance the state of the group at the expense of the person
with power. This is not guaranteed to occur, but it can happen.
Leadership and coercion. Daft (2005) also stated that coercion is a different kind
of power. This is using force to cause change to occur, such as through penalties,
rewards, threats, punishments, and negative reward schedules. While leaders can use
coercion, coercion is not the same thing as leadership. In addition, coercion is often
counter-productive when trying to achieve shared goals, and being coercive can have
unintended negative effects such as provoking obstructive or even hostile behaviour
(Dubrin, 2007; Yukl, 2006).
Leadership and management. Leadership and management are similar, since
they both involve influencing and working with people and achieving shared goals.
Zaleznik (1977) suggested that managers and leaders are very different, and that a person
cannot be both a leader and manager. According to Zaleznik (1977), managers are
reactive, work with others to solve problems, and have minimal emotional or personal
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involvement with others; leaders are instead proactive, work to shape the ideas of others,
and have emotional involvement in the overall process. In other words, managers limit
choice and leaders seek alternatives to change the choices available. Therefore, managers
can change people’s behaviour but do not address underlying issues of attitude or
purpose; leadership focuses on these issues, and can change people’s attitudes but does
not focus on the specific details of implementation. Other authors have also stressed this
difference. Mintzberg (1998) argued that managers see an organization from the
perspective of calculations, portfolio components, rationality, and numbers and
keywords; on the other hand, leaders look at the organization from an integrative or
holistic perspective, emphasizing commitment.
Although Zaleznik (1977) suggested managers could not be leaders, and viceversa, Mintzberg (1998) said that managers in particular need to be both managers and
leaders. Kotter (1998) suggested that a balance of leadership and management is
necessary; an organization with strong leadership and weak management is probably
worse than one with weak leadership and strong management. In other words, it is best to
have strong leadership and strong management. According to Kotter (1998), managers
are needed to handle the planning, budgeting, organizing, and staffing of an organization
and to control and solve various problems that arise. Leaders are there to set direction and
align, motivate, and inspire others to move in that direction. Like Mintzberg, Kotter says
that organizations need people who can be both a manager and a leader (a leadermanager).
Bennis and Nanus (1985) indicated strong management with weak leadership
would result in an organization that is very bureaucratic, with limited creativity and
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innovation. Strong leadership and weak management will result in an organization that
pushes for misdirected or meaningless change. This difference is well described by
Bennis and Nanus’ often quoted phrase: “Managers are people who do things right and
leaders are people who do the right thing” (1985, p. 221). In other words, organizations
need leaders so that the right thing gets done and organizations also need managers so
that things get done right.
Rowe (2001) argued that the differences between being a leader and a manager
could be a philosophical one, in that managers follow a deterministic belief system while
leaders follow a free-will one. In this case, managers think that the decisions they make
are determined by their organization and the industry or environment in which this
organization functions. In contrast, leaders think that their decisions affect their
organization and that the organization will in turn affect or shape the industry or
environment.
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Figure 2.1. This figure shows the leadership topics that are discussed in the literature
review, and how they are organized.
Pre-Modern Leadership
Feldman (2000) described a pre-modern worldview as one in which natural and
supernatural events and objects were thought of as existing side-by-side. He contrasted
this with a modernist worldview, in which science and the natural world tended to be
overemphasized to the point where the supernatural does not exist. In other words, people
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supernatural as important while those with a modern worldview tend to look at other
qualities. Therefore, people with a pre-modern worldview think about the nature of
leadership differently from those with a modern worldview.
In the pre-modern worldview, leadership was something given to specific
individuals because of their character, background (e.g., social status, family wealth), and
education. These leaders have elsewhere been called “great people,” or “great men and
women” (Feldman, 2000). Great people not only led organizations but also influenced
history and established societal values. As such, leadership was considered something
inherent in individuals; someone was a leader because they were born with the necessary
qualities (referred to as trait-based leadership) or born with the potential to become a
leader that was made possible through elite education. Given the role that the
supernatural played in a pre-modern worldview, a person’s inherent qualities could
include the possibility that God had ‘chosen’ him or her to be a leader. Feldman (2000)
stated that it was common for great people to exert their authority through a more
paternalistic or maternalistic concern for the welfare and education of others. Although
someone in a leadership position had the power to exert such an influence, the premodern conception of leadership was that if someone was given such a position then they
had the characteristics necessary to fulfill that position.
Modern Leadership - Classical School
Although leadership in a pre-modern context is generally explained by one theory
(the great person), there are diverse theories exploring leadership in the modern context
(both what leadership is and how it can be best developed or applied). These theories can
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proponents, expanding on categorization methods given by Agarwal (1982). See Figure
2.2 below for a general sense of how all the modern theories are related.

Figure 2.2. This figure shows the interconnectedness of the many leadership theories in
the modernist era.
The leadership theories that can be considered part of the “classical school of
leadership” are derived from the area of management focusing on profit maximization,
high specialization, and centralized decision-making. Thus, leaders saw their followers
(i.e., the employees) only in terms of their physical, economical, job-satisfaction, and
social needs (Feldman, 2000). This led to constant revision of the theories to better
balance these needs with the actual well being of employees. Therefore, in the classical
school of leadership, four main theories will be discussed: Taylor’s scientific
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management, the Therblig approach, administrative management theory, and bureaucratic
management theory.
Taylor’s scientific management. Frederick Taylor was an American mechanical
engineer who sought to improve industrial efficiency. He was one of the first
management consultants, and has been called one of the intellectual leaders of the
Efficiency Movement. Inefficiency was a popular topic in his period (Callahan, 1964;
Robbins et al., 2002). Nelson (1980) stated that Taylor’s highly influential ideas were
broadly summed up in his book The Principles of Scientific Management (Taylor, 1914).
The purpose of Taylor’s theory was that it should maximize prosperity for industry
owners, workers, and managers (Certo & Certo, 2006). This was considered possible
through teaching workers and managers the most efficient way to do their work; hence it
was necessary for Taylor to develop a theory to measure efficiency. Since Taylor
believed that the workers and managers are mutually interdependent, any antagonism or
inefficiency that occurred in the workplace had to come from one of three sources: (1) the
fallacious belief by workers that unless they worked to the maximum each day they
would lose their job; (2) defective management systems that caused workers to protect
their own work and interests; and (3) inefficient methods of work (Certo & Certo, 2006).
His theory focused on finding the “one best way” to perform a task. In other words, this
theory investigated productivity to find a process of how a task situation can be structured
to achieve the highest production from workers.
Scientific management was applied to all levels of management. However, its
studies, illustrations, and research applications mostly focused on lower-level managers
(Robbins et al., 2002). In his research, Taylor focused on three important options:
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labourers and managers. Four principles of management were introduced by Taylor (as
summarized by Robbins et al., 2002): (1) Use the scientific method for elements of an
individual’s work instead of the old ‘rule of thumb’ method; (2) Workers must
scientifically select and then train, teach, and develop their skills and capacities; (3)
Workers must learn to work together and heartily cooperate with the others in order to
ensure that all work is done; and (4) Divide the work and responsibility between
management and workers.
Therbligs approach. Building onto Taylor’s Scientific Management Theory,
Frank and Lillian Gilbreth suggested their Therbligs2 Approach (Wood & Wood, 2003).
In this approach, 18 kinds of elemental motions are used to study the motion economy
that workers must use in their workplace. A workplace task is analyzed by recording each
of the therblig units for a process. The results can optimize manual labour by eliminating
unneeded movements (Wood & Wood, 2003).

Figure 2.3. A list of the 18 Therbligs (Wood & Wood, 2003).

2

The name Therblig is derived from Frank and Lillian’s last name, Gilbreth.
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Administrative management theory. When Scientific Management Theory is
applied to the entire range of managerial performance (i.e., when the organizational
efficiency of management is analyzed), this becomes known as Administrative
Management Theory. Among the well-known participants in this are Fayol, Barnard,
Brown, Dennision, Gulick and Urwick, Mooney and Reilly, and Sheldon (Heames &
Breland, 2010). Henri Fayol (1841 - 1925) was the most notable contributor with his
work General and Industrial Management (e.g., Fayol, 1949); this work presents a
management philosophy that is still accepted by many present-day managers (Griffin,
2013). Henri Fayol is usually considered the precursor in administrative theory because
of the elements and general principles that his writings cover (Certo & Certo, 2006). His
elements of management include planning, organizing, commanding, coordinating, and
controlling and are still considered worthwhile divisions for studying, affecting, and
analyzing the management process (Certo & Certo, 2006). The principles developed by
Henri Fayol include: division of work, unity of command, authority, discipline,
subordination of individual interest to general interests, unity of direction, remuneration,
scalar chain, centralization, order, initiative, equity, stability of tenure of personnel, and
esprit de corps.
Bureaucratic management theory. Bureaucratic management is a stream of
classical management theory that is “a formal system of organization that is based on
clearly defined hierarchical levels and roles in order to maintain efficiency, effectiveness,
and accountability” (Forrer, Kee, Boyer, 2014). Max Weber (1864 - 1924) developed this
theory, and it is applicable for management in both public and private sectors. According
to the bureaucratic management approach, hierarchies are similar between organizations
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in different sectors and industries; their purpose is to create strong lines of authority and
monitoring (Schermerhorn, Hunt, & Osborn, 1991). Additionally, Max Weber was the
first management theorist to develop a theory in terms of authority structures and their
relationships within organizations. According to Wren (1994), Weber’s theory argued for
a form of organization determined by division of labour, detailed rules and regulations,
clearly defined hierarchy, and impersonal relationships.
Modern Leadership - Behavioural Theories
The classical school of leadership was followed by the neoclassical approach,
beginning with the Hawthorne studies in the 1920s, which grew out of the limitations of
the classical theories (Gupta, 1992). Under the classical approach, attention was focused
on jobs and machines. Eventually, workers resisted this approach since it did not provide
social and psychological satisfaction. Therefore, attention shifted towards the human side
of management. George Elton Mayo (1890 - 1949) is considered to be the founder to the
neoclassical theory (Gupta, 1992). He was the leader of the team, which conducted the
famous Hawthorne Experiments at the Western Electric Company (USA) from 1927 to
1932.
The neoclassical school of leadership can be broadly divided into two main
groups: behavioural theories and motivational theories. Behavioural theories are
classified in studies that focus on specific behaviours of a leader. In other words, a
leader’s behaviour will be the best predictor of his/her leadership style and its influence
as a result; additionally, it is the best determinant of his/her success as a leader. Factors
important for a leader’s behaviour were explored in several groups of experiments, three
of the more important ones include: the Hawthorne Studies, Ohio Studies, and University
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of Michigan Studies. In addition to influencing various leadership theories, the results of
these studies were merged with previous leadership theories to create the Managerial
Grid theory.
Hawthorne Studies. The Hawthorne Studies were a series of experiments
conducted at the Western Electric Company (USA) between 1927 and 1932 that provided
new insights into individual and group behaviour (Griffin, 2013). The research, originally
sponsored by General Electric, was conducted by Elton Mayo and his associates. The
studies focused on behaviour in the workplace. In one experiment involving this group of
workers, for example, researchers monitored how productivity changed as a result of
changes in working conditions. The Hawthorne Studies and subsequent experiments led
scientists to the conclusion that the human element was very important in the workplace.
Ohio Studies. In the 1940s, a research group from the Ohio State University
(OSU) developed the Leaders’ Behaviour Description Questionnaire (LBDQ) to measure
nine different behavioural leadership dimensions (Gill, 1998). This list included 150
statements, narrowed down from a collection of over 1800 statements. As part of the
OSU Studies, the LBDQ was developed and administered to various people (college
students, college administrators, company managers and leaders, military personnel, etc.)
to identify common leadership behaviours. The results of the study suggested that there
were two main groups of behaviours: the consideration behaviour (people-oriented
leaders) and initiating structure behaviour (task-oriented leaders) (Gill, 2011). The
people-oriented leaders focused on developing interpersonal relationships, mutual trust,
and positive affiliations and they had concern for the welfare of the members of the
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organization. The task-oriented leaders focused on the operating procedures and structure
of the organization.
University of Michigan Studies. In addition to the OSU Studies, there was
another well-known set of leadership studies conducted at the University of Michigan (U
of M) in the 1950s. These studies, organized by the famous organizational psychologist
Dr. Rensis Likert, found the same two behavioural types identified by the OSU Studies
and explored their effectiveness within organizations (Ercetin, 2012). The two behaviours
were renamed relationship-oriented and task-oriented. The studies concluded that
behaviours oriented towards employees rather than production, and general instead of
close supervision, led to a more effective organization. In other words, the relationshiporiented (people-oriented) leaders were the most useful, and task-oriented behaviours
were not particularly effective for a well-functioning organization.
The Managerial Grid. The managerial grid model was developed by Blake and
Mouton (1964), and built on some previous research (the Ohio studies and Theory X and
Y, which is described later in this review). Since the original formulation, it has
undergone continual change (see McKee & Carlson, 1999, for latest version). Originally,
the model identified five different styles of leadership through comparing the degree of
concern for people (the y-axis of the grid) with concern for production (the x-axis of the
grid). These five leadership styles corresponded to different points on the grid, and thus
high or low levels of either of these concerns. The five styles are: indifferent,
accommodating, dictatorial, status quo, and sound (Cunningham & Cordeiro, 2003). Two
additional styles were part of the grid but do not necessarily fit on it: opportunistic and
paternalistic (Cunningham & Cordeiro, 2003). Each style is briefly described below.
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Indifferent. This style (previously called impoverished) has low concern in both
dimensions. It is mainly used by leaders to protect them from getting into trouble (i.e., for
job security and to maintain seniority). Since their concern is to avoid responsibility for
mistakes, they make less innovative decisions and avoid anything serious (Cunningham
& Cordeiro, 2003).
Accommodating. This style (previously called country club) has high concern for
people but low concern for production. It is mainly used to maximize the comfort and
security of the employees in the hope that this will improve performance. While it will
create a friendly and welcoming environment, it is usually also an unproductive
environment.
Dictatorial. This style (previously called produce or perish) has high concern for
production but low concern for people. It is mainly used to maximize performance, by
pressuring employees through rules and punishment and motivating them with money. As
such, people with this style tend to ignore employee needs. This style is based on Theory
X, and is often used in cases of crisis management or when an organization is bordering
on perceived or actual failure.
Status Quo. This style (previously called middle-of-the-road) has moderate
concern for both people and production. This style attempts to balance the goals of an
organization with the needs of its members. Unfortunately, this balance tends to switch
between considering and ignoring both people and production, whereby ultimately
neither production nor people needs are met with much effectiveness.
Sound. This style (previously called team style) gives high concern for both
people and production. In order for this style to work, the members of the organization
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have to feel as though they are constructive parts of the overall organization. This style is
based on Theory Y, such that teamwork and commitment among members are
emphasized.
Opportunistic. People who use this style of leadership constantly fluctuate in their
position on the grid. They use whatever style gives them the best personal benefit, and
this can change depending on the circumstances of the organization.
Paternalistic. People who use this style constantly switch between the
Accommodating and Dictatorial styles. The style used can depend on the circumstances
or just their current mood. People who use this style tend to praise and support others, but
also discourage any opposition to their own plans or conceptualizations of the current
circumstance.

Figure 2.4. The Managerial Grid (see Blake & Mouton, 1981).
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Modern Leadership - Content Motivation Theories
The other neoclassical set of leadership theories focused on the motivation of
people rather than their behaviour. Robbins and Langton (2007) stated that motivation is
the force that initiates, guides and maintains goal-oriented behaviours; it causes us to take
action, whether that action is to grab a snack to reduce hunger or enrol in college or
university to earn a degree. The forces that lie beneath motivation can be biological,
social, emotional, or cognitive in nature. For this literature review, motivation will be
defined as the process that accounts for an individual’s intensity, direction, and
persistence of effort toward attaining a goal.
Researchers have developed a number of different theories to explain motivation
(e.g., Maslow, 1943; Murray, 1938; McGregor, 1960; Schneider & Alderfer, 1973;
Piaget, 1973; McClelland, 1975). Each theory attempts to explain what motivated people
to behave in a certain way in the given circumstances. Although these theories can be
used as a framework for how to motivate people in the best possible manner, they are all
limited in scope and inconclusive (Jayram & Kotwani, 2012). There is much competition
and criticism between adherents of these theories and it can be difficult to argue which
theory is correct. However, by looking at the key ideas behind each theory, one can gain
a better understanding of the whole phenomenon of motivation.
The motivational theories can be roughly divided into two categories, based on
the target of the cognitive processing. The first category includes Content Theories,
which focus on motivation in terms of what people want. The second category includes
Process Theories, which focus on the mental or cognitive processes by which people
decide how to act. Some content theories are explored below (in particular: the hierarchy
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of needs, Theory X and Theory Y, motivation-hygiene theory, achievement motivation
theory, existence-relatedness-growth theory, and manifest needs theory), while the
process theories are explored in the next section.
Hierarchy of needs. The Hierarchy of Needs model was developed by Maslow,
who attempted to determine motivation based on people’s unconscious desires and needs
(Goble, 2004). It is a hierarchy in the sense that people attempt to fulfill the needs at one
level, and then move onto the next. In the earliest, and most commonly used, version of
the model there were five levels (Maslow, 1943; 1954). These start with basic needs
(physiological, safety, love, and esteem) and end at growth needs (self-actualization). In
this theory, the basic needs must be met first, and these basic needs will be the source of
motivation before any of the other levels; the longer these needs are not met, the stronger
the motivation will become. For instance, a person who has not met the need for food will
seek it out, and he or she will be more motivated by food the longer that need has
remained unresolved. While the expectation is that these needs will be met in order,
starting with the lowest, Maslow actually pushed for motivating people with the highest
level (self-actualization) so that people would not get stuck within one level of need
(Goble, 2004); Maslow also indicated that using self-actualization for motivation was
often difficult, since people and societies tended to use the lower levels for motivation
first and that these lowest levels are often the needs that remain unmet the longest (Goble,
2004).

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION

38

Figure 2.5. Maslow’s original Hierarchy of Needs (Maslow, 1943).
Theory X or Theory Y. McGregor applied Maslow’s Hierarchy of Needs to the
field of management and built a new theory following from it called Theory X and
Theory Y (McGregor, 1960). In turn, managers began using this theory with the thought
that they had two options for motivating employees (either X or Y) even though
McGregory suggested that Theory Y yields better results (Rothwell, Stavros, Sullivan, &
Sullivan, 2009). In Theory X, it is assumed that people inherently dislike work, are
unable to achieve goals without reward or punishment, have no work-related ambitions or
desires, have no interest in increasing responsibility, and merely want security; hence,
management’s role is to coerce and control employees (Rothwell et al., 2009). In Theory
Y, the opposite is the case. It is assumed that people are willing to work and put in effort,
that this effort increases based on its relationship to the overall goal, and that they have
various skills that can be used to solve problems (e.g., creativity, imagination, etc.). In
this case, the role of management is to develop the potential of employees and direct it
towards accomplishing the goals of the organization (Rothwell et al., 2009).
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Figure 2.6. The role of management and staff in Theories X and Y (Borkowski, 2015).
Motivation-Hygiene Factor. In this theory, various factors were identified that
result in job satisfaction (i.e., motivation factors) or dissatisfaction (i.e., hygiene factors)
(Herzberg, 1964). In other words, causes of satisfaction and dissatisfaction are separate
things that can be unrelated. Improving factors that increase satisfaction may not remove
factors that result in dissatisfaction; something different may have to be done to remove
them. For example, consider the motivation factor of a promotion and a hygiene factor of
a hostile environment; giving an employee a promotion will increase job satisfaction, but
it will not eliminate the hostile environment and thus that source of dissatisfaction will
remain. Likewise, removing the hostile environment will remove that source of
dissatisfaction (i.e., it will make the work environment “cleaner” and more comfortable)
but it will not necessary motivate the person to work harder. Therefore, it is necessary to
improve both motivation and hygiene factors in an organization (Miner, 2007). Some of
the main factors identified by the theory can be seen in Table 2.1 below.
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Table 2.1.
Main factors in the Motivation & Hygiene Theory (Borkowski, 2015)
Motivation Factors

Hygiene Factors

Achievement
Recognition
Work Itself
Responsibility
Promotion
Growth

Company Policy
Supervision
Relationship with Boss
Work Conditions
Salary
Relationship with Peers

Achievement Motivation Theory. McClelland investigated how various needs are
acquired as a result of interacting with others and the environment, and classified these
into three broad categories: achievement, power, and affiliation (McClelland, 1975).
Achievement is the desire to find solutions to problems and overcome challenges, and the
feedback received based on the level of success. Power is the desire to control or
influence others and the need to be in control. Affiliation is the desire to belong to a
group, be connected to others, and improve one’s relationships with others. An
individual’s motivation is a combination of these three factors, both in terms of how
much these factors exist within an individual and how strongly these factors are pushed
on the individual from the environment (Miner, 2007).
Existence-Relatedness-Growth Theory. Schneider and Alderfer expanded on
Maslow’s Hierarchy of Needs, by identifying relationships between similar needs to
create a set of three core needs: existence, relatedness, and growth (Schneider & Alderfer,
1973). These core needs created Existence, Relatedness, and Growth (ERG) Theory.
These three core needs are still hierarchical. Existence is the first level, and refers to the
basic material needs in order to physically survive. The second level, relatedness, refers
to the desire for creating and maintaining interpersonal relationships. The third level,

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
growth, refers to the desire for personal development. This theory creates a much

41

stronger division between the social and physiological needs, a division that did not exist
in the original hierarchy (Koontz & Weihrich, 2010). Furthermore, the theory suggests
that multiple levels can simultaneously motivate people and that people will focus on the
needs at a lower level if the needs of a higher level cannot be met.
Manifest Needs Theory. The Manifest Needs Theory is a personality theory
developed by Murray to explain how people behaved. Three aspects of personality were
identified: motives, presses, and needs (Murray, 1938). Motives are those aspects that
motivate a person. Presses are those aspects that drive people to act or react. Needs are
those aspects regarding responsiveness to various stimuli. Needs were further divided
into two types: primary, which were purely biological (e.g., oxygen, food, water), and
secondary, which were psychological (e.g., achievement, independence). Some of these
factors were more temporary or permanent determinations of behaviour, and some were
more conscious or unconscious depending on the circumstances (Ahmad-Khan, 2003).
Modern Leadership - Process Motivation Theories
A process theory defines motivation as a rational cognitive process occurring
within the individual. In other words, these theories look at how a person becomes
motivated to reach or move toward some goal, or the process through which an individual
becomes motivated (Borkowski, 2015). Similarly, in the context of leadership, process
theories also conceive of leadership as a process rather than a trait. Six major process
theories will be discussed: expectancy theory, equity theory, attribution theory, cognitive
theory, reinforcement theory, and goal-setting theory.
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people by determining how they make decisions (Porter & Lawler, 1968; Vroom, 1964).
These decisions were divided into three components--expectancy, instrumentality, and
valance--which together help to determine what action a person will likely perform
(Latham, 2012). Expectancy is the perception that effort will lead to performance,
instrumentality is the perception that performance will lead to a desired result, and
valance is the value ascribed to the result (or reward gained). All three of these factors are
subjective, the first two most definitely so.

Figure 2.7. The components of Expectancy Theory and how they interrelate (Schmidt,
2002).
Equity theory. Equity theory explores how to balance between the input someone
gives (e.g., work and skill) and the output that results (e.g., salary, recognition, reward)
(Adams, 1963). The goal of using this theory is to find a fair balance, relative to the
balance that can be achieved by others (Redmond, 2010). In other words, by using this
theory motivation occurs when the perceived unfairness and imbalance between
individuals in the group are balanced (Gogia, 2010).
Attribution theory. Attribution theory explores how people think based on how
they interpret events (Weiner, 1972). After a person reflects on an event that has occurred
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he or she can attribute it to one or more causes, categorized into two kinds of attributions:
internal and external (Heider, 1958). In other words, the person attributes the cause of an
event to be internal (e.g., caused by the person) or external (e.g., caused by someone else
or the environment). However, a person’s emotions and expectations of the event can
heavily bias the attribution. Therefore, one consequence of this theory is that motivation
can change significantly depending on how one perceives themselves and others
(Wiggins, Wiggins, & Vander Zandan, 1994).
Cognitive theory. Cognitive theory explores how people think based on the
assumption that they think logically. This theory was developed from much of Piaget’s
work on the cognitive development of children (Piaget, 1973). Piaget’s theory suggests
that cognitive development occurs through progressive reorganization of existing mental
structures as a result of interacting with objects within the environment, and that
development during childhood affects the cognitive processes that an adult has.
Therefore, decision making in adults is largely determined by the social interaction that
they experienced as children (Louw, 1998).
Reinforcement theory. Reinforcement theory is one of the oldest theories of
motivation, which explores how people think based on how they are influenced by
external stimuli (Skinner, 1954). It is also known as behaviourism or operant
conditioning (Funder, 2010). In this theory, behaviour is changed through repeatedly and
continually applying some external stimuli. Four kinds of stimuli can be used to do this:
positive and negative reinforcement, and positive and negative punishment.
Reinforcement stimuli are used to encourage behaviour while punishment stimuli are
used to discourage behaviour. Thus, positive reinforcement means giving enjoyable
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stimuli to encourage behaviour; negative reinforcement means removing something, to
encourage behaviour; positive punishment means giving something hated to discourage
behaviour; negative punishment means removing something to discourage behaviour.
This theory has been applied to many areas of study and business (Redmond, 2013).
Goal-Setting theory. Goal-Setting theory explores how people think based on the
idea that conscious goals influences how people act (Ryan, 1970). Thus, a person has a
goal (i.e., the object or aim) and he or she will act in a way that is most conducive to
accomplishing the goal. According to this theory then, the actions of an individual can be
predicted or understood by exploring the relationship between conscious goals and
individual performance. Studies of goal-setting theory consistently show that difficult
goals result in better performance (e.g., Burns, Bradley, & Weiner, 2011; Haslam, Van
Knippenberg, Platow, & Ellemers, 2014; Shaw, Gorely, & Corban, 2005); in other words,
people who set goals that are difficult to achieve perform noticeably better than people
who set easier goals. The goals cannot be too difficult though, since that can also be
harmful to performance (see Joseph, 2010).
Modern Leadership - Contingency Theories
The next set of motivation theories within the modern era is Contingency
Theories. A contingency theory refers to leadership theories that founded on the idea that
planning is necessary and/or helpful, and having alternate plans and/or flexibility of the
implementation of a plan are critical (Jabnoun, 1994). Six major contingencies theories
will be discussed: Fiedler’s Contingency Model, Tannenbaum and Schmidt’s model,
Hersey and Blanchard’s Situational Theory, the Leader-Participation model, LeaderMember Exchange Theory, and Substitutes Theory.
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Fiedler’s Contingency Model. Fiedler (1967) developed this model for matching
leadership style to situations by exploring the personality and characteristics of different
leaders (Avery, 2004). In this model, the effectiveness of a leader is based on the
situation and is the result of two factors: leadership style and situational control (Schyns
& Meindl, 2005; Avery, 2004). The model helps to identify the leadership style that
someone uses, and this can be measured using the Least-Preferred Coworker scale
(Fiedler, 1967) (e.g., measuring how friendly, pleasant, warm, supportive, sincere a
person may be). The leader ranks a person who was the least enjoyable to work with,
using this scale, and the results of this ranking indicates if the leader is more relationshiporiented (high score) or task-oriented (low score). Relationship-oriented leaders focus
more on personal connections, and are good at managing conflict and making complex
decisions (Schyns & Meindl, 2005; Avery, 2004). Task-oriented leaders focus more on
completing tasks, and are good at organizing groups and projects (Avery, 2004). In this
model, Fielder has conceptualized being relationship-oriented and task-oriented as
opposing orientations; in other words, it is not possible for someone to be both
relationship and task-oriented. This may not be an accurate reflection of reality, but it is
how Fiedler's theory measures a leader’s effectiveness in different circumstances.
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Table 2.2.
An example tool to measure the effectiveness of a leader based on Fiedler’s
Contingency Model (adapted from Booyens, 1998)
Bottom of Scale

Top of Scale

Unfriendly 1 2 3 4 5 6 7 8

Friendly

Unpleasant

pleasant

1 2 3 4 5 6 7 8

Rejecting 1 2 3 4 5 6 7 8
Tense 1 2 3 4 5 6 7 8
Cold 1 2 3 4 5 6 7 8
Boring 1 2 3 4 5 6 7 8
Backbiting 1 2 3 4 5 6 7 8
Uncooperative 1 2 3 4 5 6 7 8
Hostile 1 2 3 4 5 6 7 8

Accepting
Relaxed
Warm
Interesting
Loyal
Cooperative
Supportive

Guarded 1 2 3 4 5 6 7 8

Open

Insincere 1 2 3 4 5 6 7 8

Sincere

Unkind

1 2 3 4 5 6 7 8

Kind

Inconsiderate

1 2 3 4 5 6 7 8

Considerate

Untrustworthy

1 2 3 4 5 6 7 8

Trustworthy

Gloomy 1 2 3 4 5 6 7 8
Quarrelsome

1 2 3 4 5 6 7 8

Cheerful
Harmonious

Tannenbaum and Schmidt’s Delegation Continuum. This model was developed
by Tannenbaum and Schmidt to show, somewhat simplistically, the relationship between
freedom given by the manager to the team (i.e., delegation) and authority used by the
manager (Tannenbaum & Schmidt, 1973). The freedom and authority are inversely
related, such that the manager chooses the degree of freedom/authority used. When more
freedom is given, the manager is delegating authority rather than exercising it. Regardless
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of how much freedom is given, the manager is still responsible for failure; this is because
the manager made the decision to delegate. The level of freedom given should be
dependent on the capacities of the team; otherwise, the productivity of the group will
suffer (Thomas, 2006). Furthermore, the model measures the current level of delegation;
this level may change over time, so measurement of these levels years later may show a
different level of delegation.
This model has seven levels, with a level one manager using the most authority
(and giving least freedom), while a level seven manager uses the least authority (and
gives the most freedom). These levels are roughly shown in Figure 2.8 below, but they
can also be briefly described to indicate the features associated with each level.
In level one (manager makes the decision and announces it), the manager is the
one who identifies the problem, analyzes the possible solutions, chooses one solution,
and then tells subordinates about it. Although the manager may consider the opinions of
others, he or she does not give them an opportunity to participate in the decision-making
process.
In level two (manager sells the decision), the manager functions the same as in
level one except that he/she does not simply announce the decision but persuades the
subordinates to accept it. In other words, the manager does not give subordinates an
opportunity to contribute to the decision-making process but recognizes that they may
resist the solution chosen; to reduce resistance, he or she will attempt to encourage
subordinates to accept it by explaining how it will benefit them or why it is a necessary
step to take.
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In level three (manager presents idea and invites questions), the manager still
engages in the decision-making process as in level one but now gives subordinates an
opportunity to discuss the solution chosen. The manager is not offering others an
opportunity to suggest alternatives but rather to engage in a dialogue so that subordinates
can understand why a particular decision was chosen. At this level, the manager is also
able to explore implications of decisions through feedback from subordinates.
In level four (manager presents a tentative decision), the manager identifies the
problem, analyzes possible solutions, and then tentatively chooses one of them. Then, he
or she has a meeting with others whereby the tentative solution can be discussed.
Although the same kind of discussion as in level three occurs, at level four the manager is
offering subordinates an opportunity to explain why that decision might be wrong and to
suggest alternatives. Although the final decision still rests with the manager, subordinates
now have an opportunity to influence which decision is made.
In level five (manager presents the problem, gets suggestions, makes decision),
the manager identifies the problem and then goes to the group. Group discussions can
now occur where everyone presents possible solutions. The manager still has his or her
own solutions that could be chosen, but this level allows the manager to get more
possible solutions using the knowledge and experience of individuals who may be
affected by, or have to implement, the decision. After this discussion, the manager
chooses the solution that he or she thinks is the best.
In level six (manager defines the limits and requests decision), the manager passes
to the group the possibility of making decisions. The manager defines the problem to be
solved, the boundaries or limits for whatever solution is chosen, and then participates in a
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group discussion such that other subordinates not only offer solutions but also debate
which solution should be chosen. The solution is chosen by the group, of which the
manager may or may not be a part of.
In level seven (manager permits group to make decisions within limits), the
manager defines the boundaries for solutions and then leaves the group to do the rest.
Thus, the group of subordinates identifies problems, analyzes them, determines possible
solutions, and chooses one of them. The manager’s role is to provide limits for any
possible solution, and that is all. The manager may participate in group discussions and
help to choose solutions, but does so with the same level of authority as everyone else in
the group.

Figure 2.8. The relationship between authority and freedom in Tannenbaum and
Schmidt’s model, with the seven levels they identified (Tannenbaum & Schmidt, 1973).
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Hersey and Blanchard’s Situational Theory. This theory draws upon the concept
of contingency thinking, (i.e., that thinking should be dependent on the circumstances)
and argues that the leadership style that should be used varies depending on the specific
situation; there is no one leadership style that is the best or most universal (Hersey &
Blanchard, 1969). In this theory, tasks are interpreted as being different circumstances
that therefore require a different style of leadership to handle. Thus, the best leaders are
those that adapt the leadership style to the current task, and change the goals and
objectives of their team accordingly (Landy & Conte, 2009).
To determine the style needed to lead an individual or group for a task, the leader
needs to first identify their readiness to perform the given task. Hersey and Blanchard
described four basic readiness levels, labeled R1 to R4 (Hersey & Blanchard, 1982):
R1: basic incompetence in doing, or unwillingness to do, the task
R2: inability to perform the task, but willingness to do it
R3: competence / ability to perform the task, but unwilling or thinks they are
unable
R4: competence in the task, willing to perform it, and ready to start
Once the group or individual’s readiness level is identified, the leader can determine how
best to guide them for accomplishing the given task. Hersey and Blanchard (1982)
suggest examining two dimensions: the level of control that the leader needs over those
working on the task, and the degree to which the leader needs to create a supportive
relationship with those working on the task. This results in four leadership styles, roughly
labeled S1 to S4. Figure 2.9 below summarizes the relationship between the readiness
level and leadership style, based on level of task control and relationship support.
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S1 (telling): The leader explicitly and directly tells individuals what to do. This
style uses a high degree of task control but a low degree of relationship support. It is most
appropriate for R1 individuals. Since they have neither interest nor competence in the
task, they need a higher degree of control or direct management to accomplish the task
and will not benefit much from a supportive relationship for this particular task.
S2 (selling): The leader convinces others to perform task, through social or
emotional support. This style uses a high degree of task control, whereby the led
individuals are told what is expected and how to do it, and a high degree of relationship
support. It is most appropriate for R2 individuals, who could benefit from encouragement
since they are already willing, but need explicit directions since they lack competence.
S3 (participating): The leader lets the decision-making and task performance be
shared among everyone in the group. This style uses a low degree of task control, since
individuals have more ownership of what they will be doing and how they choose to do
it, but a high degree of relationship support. It is most appropriate for R3 individuals,
who have competence in the task (needing less direct control) but are unwilling or lack
the confidence to continue. Unlike the R1 situation, who are also unwilling, the R3
individuals are unwilling because they already have many tasks to perform. Hence, they
need encouragement and greater agency in performing a task they are already competent
in.
S4 (delegating): The leader delegate tasks to different individuals and then only
monitors throughout and at the end. This style uses a low degree of task control and low
relationship support. It is most appropriate for R4 individuals, whose competence and
motivation to do the task are high enough that the leader need not be directly involved.
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Figure 2.9. Hersey and Blanchard’s Situational Theory (from Mullins, 2010).
Participatory Leadership Model. This model encourages leaders to focus energy
into their interaction with others. The goal of this is to encourage others to participate in
the task (i.e., motivate them to work) through building respect and engaging directly with
them (Giancola & Hutchison, 2005). This model helps to improve diversity, a sense of
community, and shared responsibility. It also increases the learning that occurs, both
individually and collectively, such that there is both individual and collective growth
(Burton & Obel, 2012). In practice, leaders following a Participatory approach use every
interaction that occurs as an opportunity to create meaning and purpose in the work, and
to enable others to grow and transform (Giancola & Hutchison, 2005). Thus, this method
ends up being a sustainable means of empowering organizations to grow and change.
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theory, initially developed by George Graen and colleagues in the 1970s (see Graen &
Cashman, 1975) and revised since then, emphasizes one-on-one relationships between
leaders and subordinates rather than specific traits of individuals or situations (Bauer &
Erdogan, 2015). In other words, the LMX theory postulates that the kind of relationship
developed between a leader and subordinate is the most important influence for
motivation and task effectiveness of subordinates. Thus, the goal for the leader is to
determine what kind of relationship should be created in order to create the desired
outcomes.
This theory also explores the factors involved in creating relationships. For
instance, how much trust is there between two people? How much do the people know
about each other? What activities do they engage in? Since leaders establish closer
relationships with some people than others, those closest to the leader (the in-group)
enjoy, for example, stronger trust, respect, and responsibilities; those further from the
leader (the out-group) tend to be more excluded from important activities and decisions.
LMX theory suggests that managing the distance of various relationships leads to better
outcomes such as: better work performance, lower turnover, and higher job satisfaction
and organizational commitment (Steers, Porter, & Bigley, 1996).
Substitutes for Leadership Theory. This theory, introduced by Kerr and Jermier
(1978), explores the relationship between the behaviours and traits of a leader and
subordinates’ satisfaction and performance. The theory suggests that characteristics of the
organization, task, and subordinates themselves may replace (i.e., substitute) or entirely
negate various effects of leadership (Lussier & Achua, 2015). As a result, any observed
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relationship between the behaviour of a leader and important outcomes may instead be
caused (partially or wholly) by these substituted traits. Whether the behaviours are taskoriented or relationship-oriented also seemed to make no difference (Lussier & Achua,
2015; Miner, 2007). Organizational characteristics that may substitute leadership include:
formalization, group cohesiveness, inflexible rules, and rewards given by the
organization (not the leader). Task characteristics that may substitute leadership include
how routine or repetitive the task is, and how satisfying the task is. Subordinate
characteristics that may substitute leadership include ability, experience, training, and
job-related knowledge (Miner, 2007). This theory has generated considerable interest due
to its explanatory power and, although it continues to be empirically tested, some of its
propositions are not well founded empirically (Miner, 2007).
Modern Leadership - Systemic Theories
The fourth category of leadership theories is broadly titled “Systemic Theories”.
These theories include: the participatory approach, systems approach, consistency
approach, and organizational behaviour.
Participatory approach. The Participatory Approach theory suggests that every
member of a group can influence the decision making of the group. As such, the goal is
to find ways to encourage every member to provide input, so that their influence in the
decision-making can be felt (Jabnoun, 1994). This method has been found to improve the
overall effectiveness of an organization (Bartle, 2008), making this theory a popular one
to implement.
Systems approach. The Systems Approach theory suggests that an organization is
a system, in which all components are interrelated. Thus, the goal of the theory is to find
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the most optimal way of bringing together the various parts of the organization, so that
their interrelationships can provide the greatest value (Jabnoun, 1994). Furthermore,
taking a systems theory approach to analyzing the organization means that all parts of the
organization can be examined individually as well as in the proper context; this provides
great insight into the role and impact that each component can have on the others (Stoner,
Freeman, & Gilbert, 1992).
Consistency approach. The Consistency Approach theory emphasizes the role
that perseverance and teamwork have towards accomplishing a task. In this theory, it is
necessary for effective teamwork to occur and a common goal or purpose is necessary
(Abbasi, Rehman, & Bibiet, 2010). However, the theory suggests that there must be
emphasis on persevering to accomplish that goal and being consistent in the work that is
produced. Likewise, the organization must be engaged in long-term thinking, with longterm goals and plans made in addition to short-term ones (Jabnoun, 1994).
Organizational behaviour. This is a broad grouping of theories developed by
various psychologists and sociologists studying the attitudes, behaviours, and
performance of individuals and groups (Cole, 1995). It is an extended, revised, and
refined version of many of the behavioural theories from the earlier modern approaches,
such as those developed by Chris Argyris (2010) and Kurt Lewin (1946). The theories are
multidimensional and interdisciplinary, applying knowledge from many of the
behavioural sciences (e.g., psychology, sociology, and anthropology) to leadership.
Postmodern Leadership
While modern theories of leadership emphasize the effects and status of the
leader, postmodern theories focus instead on the leadership process (Landy & Conte,
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others (e.g., different ways a leader could engage with others) but rather how the leader’s
personal ability and influence can change the beliefs, values, and behaviours of others.
This is a merging of both the pre-modern theories (where leadership qualities are
important) with modern theories (where leadership behaviour and exchanges are
important). The distinction between modern and postmodern leadership is the goal:
modern leaders seek to improve the quality and effectiveness of work, while postmodern
leaders seek to create a shared system of values and beliefs that will encourage the
achievement of the goals. This section will explore four post-modern leadership theories:
distributed leadership, transformational and transactional leadership, Goleman’s six
emotional-leadership styles, and leadership for learning organizations.
Distributed leadership. Currently in the educational institutions, particularly
schools, there are major issues regarding leadership and the delegation of power and
authority (Grenda, 2011). To better understand these issues, one can analyze the micropolitical structure of a school. Micropolitical structure refers to the use of formal and
informal authority to achieve objectives (Blase, 1991). This can broadly cover a variety
of actions, whether consciously or unconsciously, such as: noticing differences between
groups and individuals, motivating others and influencing motivational factors, and using
authority to protect or influence others. Furthermore, both cooperative and noncooperative actions and processes can be micropolitical (Blase, 1991).
Although micropolitics describes the way in which power is distributed and used,
there are also different kinds of power that can be used. Rowlands (1997) suggested that
power can be divided into four types: power over, power with, power to, and power
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connotations (e.g., force, repression, coercion, corruption, abuse, etc.). Having this kind
of power involves taking it from another, which leaves the one with less power
dominated (such as, through politics, controlling the resources of others; see Sorensen,
2007). ‘Power with’ is used to find common ground among varied interests so as to create
collective strength. This type of power is based on mutual support, such that it can reduce
social conflict or transform it into collaboration and solidarity (Alsop, Bertelsen, &
Holland, 2006). ‘Power to’ refers to the unique individual power each person has for
modelling their own life, both in terms of understanding and setting personal goals. This
type of power can greatly assist with the development of ‘power with,’ and encouraging
citizen advocacy (Coghlan & Brydon-Miller, 2014). Lastly, ‘Power within’ refers to a
person’s sense of self-worth and self-knowledge, the capacity to identify the diversity and
power of individuals while at the same time respecting others. In particular, this type of
power is associated with imagination, hope, and finding a common sense of dignity and
fulfilment (Coghlan & Brydon-Miller, 2014).
When combining these two concepts, micropolitics and the types of power, it is
possible to determine better ways for distributing the power inherent in leadership. Since
school restructuring requires both adversarial (power over) and cooperative (power with)
processes, some structures and processes are more beneficial to some groups than others
(Hargreaves, 2005). Furthermore, the micropolitical power of various groups and
individuals is embedded within the cultural and organizational structures; this can
discourage change and progress (Blase, 1991; Cusick, 1983; Duke, 1976; Gronn, 1986;
Lukes, 1974; Rollow & Bryk, 1995; Sarason, 1990).
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Transformational vs. Transactional leadership. These two leadership theories -transactional leadership and transformational leadership -- are contrasting approaches, in
that they have different attitudes towards members of an organization and overall goal
with respect to the purpose of leadership.
Transactional leadership is based on the idea that the motivation of people can,
and should, be developed through reward and punishment depending on performance
(Lussier & Achua, 2015). Good performance is rewarded, to encourage that behaviour
and increase motivation to do it again; bad performance is punished, to discourage it and
decrease motivation for it. The leader developing rules and procedures, to measure
performance, determine which behaviour should be rewarded or punished, and then
enforces compliance to these rules. Thus, it is through rules and procedures that the
transactional leader motivates people (Barman, 2009). Due to the emphasis on rules,
transactional leadership is poor at adapting to change and creating change; it is far better
at maintaining the current (or defined) structure of the organization and ensuring
compliance with standards. It is very good at maximizing efficiency and productivity
within an organization. When there are tasks or crises with clearly defined or specific
goals, transactional leadership can be quite effective (Lussier & Achua, 2015). When
tasks or crises require creativity or are poorly defined, it can be quite ineffective. Many of
the problems currently faced by various organizations are complex and dynamic, which
require creative and flexible solutions that transactional leadership is rather poor at
resolving.
Transformational leadership, on the other hand, is intended to bring about change
in an organization. First, leaders identify changes that are required, then they create a
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vision that leads to a state where that change has been created, and then they execute the
vision and guide its execution often by changing accordingly (Bass & Riggio, 2006;
Lussier & Achua, 2015). The fulfilment of this vision is a means of accomplishing the
change. For example, the problem in an organization could be lack of innovation. The
changes required for this could include: a culture that is open to new ideas, programs to
generate ideas, processes for sharing and analyzing new ideas, and so on. The leader
would then create a vision that includes all these desired changes, but for the vision to
become actualized the people in the organization must also change. To motivate people to
follow this vision then, leaders work to improve their sense of self and connection; in
other words, they use self-empowerment so that people are willing and capable of making
the changes needed for the vision to become a reality (Lussier & Achua, 2015). For
example, by connecting someone’s identity to a project, and the group’s identity to the
whole organization, they can become more motivated to see the desired change occur
within the project and organization. Therefore, transformational leadership can be very
effective at encouraging and developing individual, and collective, growth as well as
handling complex or poorly defined tasks (as these require creativity in their solution)
(Nongard, 2014). However, it is less effective than transactional leadership at increasing
the efficiency of the existing situation without creating change (Nongard, 2014). This is
because the increase in efficiency only arises after significant changes have occurred, and
without those changes there can be no increase in efficiency using transformational
leadership.
Goleman’s Situational Leadership (Six Emotional Leadership Styles). This
theory explores the attitudes, goals, and behaviours of leaders in different situations. The
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effective for a given situation (Goleman, 2002). Simply taking the approach of a
successful leader in one situation and using it in a different situation may not actually
work, as there can be differences in the organization, problems, and tasks that can make
applying the approach impossible (Fairholm & Fairholm, 2009). Rather than look to other
leaders for inspiration then, the purpose of this model is to identify various circumstances
and effective responses; the leader then needs to learn how to identify the circumstance,
match it to the closest ones in the model, and then adapt his or her style to the ideal
responses. This means that a leader following this model is actually working with several
styles of leadership, and is moving between them depending on the situation. Thus, the
most effective use of Goleman’s situational leadership occurs after all the styles and
situations have been mastered, so that any can be used as necessary (Fairholm &
Fairholm, 2009). In general, six leadership styles have been identified (Kubiak, 2012) and
these are explained in more detail below.
Visionary/Authoritative. This kind of leader has the knowledge and experience for
how to solve some given problem, and uses that knowledge to solve the problem. This
style of leadership is most effective when leading a group that lacks the necessary
knowledge or motivation.
Coaching. This kind of leader has clearly defined the tasks and roles for him or
herself and others in the group, and maintains a high level of communication among
participants. This style encourages two-way communication between people. Thus, this
style of leadership is most effective when the group has the necessary knowledge and
experience, and everyone simply needs to be aware of the state and goals of the project.
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Affiliative. This kind of leader works to improve morale, encourage communicate,
and promote harmony between members of the group. The goal is to ensure that all
members enjoy each others’ company and want to remain working together. This style of
leadership is most appropriate when morale is low, and when personal problems between
people begin to negatively affect productivity; furthermore, the resolution of these
problems needs to be real rather than just encouraging them to “get along better.” Since
this style can result in the leader becoming well-liked and praised, using it for too long
can make it difficult to critique or improve poor performance.
Democratic. This kind of leader encourages others to participate in the decisionmaking process, so that it becomes democratic. This can lead to improved motivation and
participation, but requires clearly defined roles, expectations, and channels of
communication; otherwise, the work required by people becomes too much for them.
This leadership style can be the most effective in general, but requires knowledgeable and
experienced group members.
Pacesetting. This kind of leader applies pressure to others to maximize their
efficiency and use of time. For instance, as a deadline approaches the leader applies
increasing pressure on the group to finish the project; in another case, the leader notices
two members of the group are starting to struggle and removes pressure from them (i.e.,
moves their work to someone else, adjusts deadlines, determines what caused this
problem) while maintaining the same pressure on the rest. This leadership style is more
effective for highly motivated and skilled groups, as their pace can be more easily
adjusted without harm.
Commanding/Coercive. This kind of leader makes decisions solely by
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leadership is most effective for organizations that need a fast turnaround for some project.
In the short-term, this leadership style can be effective but it can be very damaging to
morale in the long-term.

Table 2.3.
Summary of the six leadership styles in Goleman’s Situational Leadership (Goleman, 2002)
Visionary/
Authoritative

Coaching

Affiliative

Democratic

Pacesetting

Commanding
/ Coercive

The Visionary

The Nurturer

The people
person

The listener

The
superman/
superwoman

The dictator

Impact on
organization

Extremely
Positive

Very positive

Positive

Positive

Often very
negative

Negative when
not in crisis

Phrase used

Come with me

Try this

People come
first

What do you
think

Do as I do

Do what I tell
you

Characteristics

Inspirational
empathetic,
open, sharing

Listens,
counsels,
encourage

Collaborativ
e creates
harmony

Collaborative
, influencer,
team-player

Hands-on,
impatient,
data-driver

Threatening
demanding
controlling

Emotional
intelligence
competencies

Selfconfidence,
empathy,
change, catalyst

Developing
others,
empathy, selfawareness

Empathy,
building,
relationships
,
communicati
on

Collaboration
, team
leadership,
communicati
on

Conscientious
ness, drive to
achieve,
initiative

Drive to
achieve,
initiative, selfcontrol

New direction
is required or
goals require
clarification

Improving
people’s
strengths,
building
future leaders

Creating
teams and
healing
dysfunctiona
l
relationships

Seeking to
involve a
group of
people in the
decisionmaking

Raising the
standard when
a competent
& motivated
team is
working well

Emergencies
occur, time is
short, severe
situations have
set in

Nickname

When
appropriate

Leadership in Islamic contexts
Up to this point, the discussions surrounding leadership are from the perspective
of Western researchers and thinkers. Leadership has also been explored in the context of
Islam, a perspective that is generally not taken by Western researchers. While there can
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be overlap between the Western theories of leadership and those within the context of
Islam, there are several unique factors to leadership in an Islamic context. Note again that
the term “Western leadership” is meant to denote recent leadership theories arising from
Western countries (e.g., the United States, Canada, the United Kingdom, France, etc.).
The strength of secularism in these countries is such that leadership theories avoid the
religious dimension, and many businesses as well as most governmental organizations
such as public schools avoid using any particular religious ideology as their foundation. It
is of course possible to have leadership theories based on other religions, such as
Christianity, but such theories are not strongly or popularly discussed by academics; as
this chapter has so far shown, the popular Western theories do not mention religion or a
deity at all and certainly do not consider such things as fundamental to being a leader or
exercising leadership.
Islamic context. Although historically the term “Islamic World” referred to only a
handful of countries, the 20th century saw the formation of a very different kind of world.
Some countries became independent after the end of World War I, while others became
part of the Soviet Union. With the collapse of the Soviet Union at the end of the Cold
War, many of the Muslim-majority areas became independent countries (e.g.,
Kazakhstan, Tajikistan, Uzbekistan) (Naji & Jawan, 2013; Sisk, 1992). However, since
the Cold War, many Muslim-majority countries have experienced continued internal
problems such as civil wars, ethnic rivalries and conflicts, and even wars with other
countries (often the United States of America; Naji & Jawan, 2013). Although many of
these problems were caused by internal fracturing and power-seeking behaviour of
various interest groups there has also been external influence on such conflicts. In 2010,
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the Islamic countries produced more than 43% of the world’s oil (OPEC, 2011); likewise,
the Middle East is thought to hold roughly 60% of the total world reserves for gas and oil
(Correlje & der Linde, 2006). In addition, there are several strategic locations throughout
the Islamic world (e.g., Suez Canal, Dardanelles, Bosporus Strait, etc.) that have been the
cause of various geopolitical conflicts (Naji & Jawan, 2013; Sisk, 1992).
Despite the strategic importance of the Middle East, the international presence is
rather mixed. Formally, there is the Organization of Islamic Cooperation (OIC), which
operates as collective voice for Muslims in 57 countries (OIC, 2012). Politically neutral,
and Islamic in orientation, it primarily focuses on promoting international dialogue and
peaceful means of resolving conflicts. Informally, only five Islamic countries seem to
have significant influence in international geopolitical affairs: Saudi Arabia, Iran, Turkey,
Egypt, and Malaysia (with Indonesia) (Naji & Jawan, 2013; Mandaville, 2010). These
countries have influence as a result of their ideological power to influence and cooperate
with other Islamic countries, and because of their material resource strength (e.g., oil,
natural gas). Both of these factors are significant for influencing geopolitics or resolving
international problems; the ideological strength of Islam alone has been considered the
successor to the Marxist-Leninist ideology of the Cold War given Islam’s ability to
mobilize large groups of people (Flint & Taylor, 2007).
However, none of the Islamic countries seem strong enough to be a sole contender
against other dominant players internationally, such as the United States of America, the
European Union, Russia, and China (Naji & Jawan, 2013; Sisk, 1992). Instead, it seems
more plausible for them to influence various outcomes by acting collectively. However,
this can also be problematic. Acting collectively requires some degree of unity, which is
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typically evidenced by respecting the diversity of the group while still working together
to reach a common goal (e.g., Merriam-Webster). Some in the Islamic world emphasize
obedience to the religion of Islam itself (i.e., following the Islamic law), claiming this
will result in unity. They further take the position that trying to achieve unity in a way
that does not require Islam is unacceptable (Chowdhury, 2002). The reasoning behind
such an emphasis is often founded on the concept of Islamic leadership (see below), in
that a leader cannot follow his own choice or the desires of the group but must act purely
to execute the will of Allah on Earth (Naji & Jawan, 2013). However, since the will of
Allah on Earth is often considered a prerequisite for following Islamic Law, this can be
difficult to do in practice since there is disagreement over what constitutes Islamic Law
between conflicting sects and even within the same sect of Islam.
Uniqueness of Islamic leadership. One major difference between Islamic
leadership and other kinds of leadership is that Islamic leadership is founded on the
Quran and accepted Hadiths3 (Aabed, 2006; Khan, 2008). In the Quran, God addresses
humans as his representatives or vice-regents on Earth, providing them with all the skills,
principles and tools needed to lead their lives, and the lives of others, towards glory and
realizing their fullest potential:
And Allah is the One Who has made you generations coming after Generations,
replacing each other on the earth. And Allah has raised you in Ranks, some above
the others, in order That He may try you in what He has Bestowed upon you.

3

Hadiths are traditions (i.e., quotes and stories) ascribed to the Prophet Muhammad, typically quoted from
one of several compilations, or those of his companions. Some traditions are accepted by all sects of Islam,
while others are only accepted by some. For instance, the Twelver branch of Shia Islam, currently in power
in Iran, considers traditions ascribed to particular historical leaders (the Twelve Imams) as acceptable while
Sunnis (dominant in Turkey) do not.
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Verily, your Creator & Nurture is the Swift-Retributing, and yet verily, He is The
Merciful Forgiving. (Quran 6: 165)4.
In the Islamic tradition then, humans, as representatives of God, are given great faculties
and qualities which, if properly used, could result in the achievement of miraculous goals.
This provides a pre-modern (e.g., supernatural5) position that the source of leadership is
ultimately derived from God. Consistent with the pre-modern position, great men of the
past are analyzed as exemplars of leadership: typically this involves using the habits and
behaviours of Mohammad and the first four Caliphs (i.e., the first leaders of the Muslim
community) as sources of inspiration and guidance regarding how a leader should behave
(Wirba, 2017; Khan, 2008). Such information can be gathered from the Hadiths. The
Quran indicates that Mohammad is an example of leadership: “For you the life of prophet
is a good model of behaviour” (Quran, 33:21). The first four Caliphs are considered good
examples because of the prosperity of that time, though other leaders could also serve as
examples (Wirba, 2017; Khan, 2008).
A second major difference between Islamic and other kinds of leadership is that
Muslim leaders are expected to follow the rules, laws, and guidelines given by Allah and
not their own personal preferences nor the desires of their followers (Ankerberg &
Burroughs, 2008; Aabed, 2006). For example, consider this quotation from the Quran on
this topic: “And we made them leaders guiding men by our command and We sent
inspiration to do good deeds, to establish regular prayers, and to practice regular charity;

4

ٍ ض دَ َر َجا
ور َّرحِ ي ٌم
ٍ ض ُك ْم فَ ْوقَ َب ْع
ٌ ُب َو ِإنَّهُ لَغَف
ِ س ِري ُع ْال ِعقَا
ِ ِف ْاْل َ ْر
َ ض َو َرفَ َع َب ْع
َ َت ِل َي ْبلُ َو ُك ْم فِي َما آت َا ُك ْم ِإ َّن َربَّك
َ َوه َُو الَّذِي َج َعلَ ُك ْم خ َََلئ
5

A person with a modernist or, more likely, post-modernist worldview could still believe in God; the main
point here is not belief in God but that leadership is derived from God, and the evidence for this derivation
is primarily from religious scripture and tradition.
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expected to guide, protect, and look after their followers, they are supposed to act in
accordance with Islamic law above all else. In other words, Muslim leaders have an
obligation to both their followers and to Allah (Khan, 2008).
A leader’s obligation to Allah is strongly related to following a moral code
(Mohammad, Mohammad Ibrahim, Abdul Salam, Jamil, & Quoquab, 2015). On one
hand, Muslim leaders have practical issues to consider depending on the immediate and
long-term problems facing their followers. On the other hand, such leaders also have
moral problems and must focus on maintaining a high moral standard; it is this standard
that represents their obligation to Allah (Khan, 2008). Leaders can develop and
implement this moral standard by moving through four stages: 1) Imam, the leader
believes in Allah, submits his will to Allah’s Will, and feels responsible for his actions;
2) Islam, the leader achieves peace with Allah, in that his submission is willing,
voluntary, and not forced; 3) Taqwa, the leader develops a consciousness of his duty and
accountability, and become highly aware of how ethically and justly he may (or may not)
be behaving; and 4) Ihsan, the leader develops a love for and desire to worship Allah,
which provides internal motivation to behave ethically and productively (Beekun &
Badawi, 1999).
A third major difference between Islamic leadership and Western leadership, as
argued by Mohammad and colleagues (Mohammad et al., 2015), is that Islamic
leadership has a much stronger spiritual and religious dimension to it. This can be seen in
how Islamic leadership: 1) is characterized by religious and spiritual behaviour (i.e.,
following Quranic law); 2) emphasizes motivation from a spiritual sources (e.g., the
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Quran, prayer, etc.); and 3) is oriented towards people and not products (Ankerberg &
Burroughs, 2008; Al-Buraey, 1985). The human orientation can be seen as a combination
of transformational leadership, servant leadership, and participatory leadership
approaches (Mohammad et al., 2015).
Transformational leadership tends to focus on the process of transformation rather
than the content (i.e., the idea that leaders should enable and facilitate growth and change
in followers, but not what the change should be). Islamic leadership is transformational in
both ways: leaders should actively work to enable and facilitate transformation in their
followers, and the transformation should be in terms of behaviours and attitudes so that
they are more consistent with Islamic values (Aabed, 2006; Beekun & Badawi, 1999).
The greatest example of this is considered to be Mohammad (e.g., see Ahmed, 2010)
because of how, during his lifetime, many Arabs were transformed from being
polytheistic, socially fragmented, and plagued with tribal conflicts into a single
monotheistic, united, and internally-cooperative group of people despite tribal, ethnic,
and religious backgrounds.
In terms of servant leadership, this is the concept that the leader should be a
servant of others (i.e., that the leader should serve followers) (Aabed, 2006; Wirba,
2017). This is promoted in Islamic leadership by the attitudes a leader should have
towards his or her followers, namely that of serving, supporting, guiding, and guarding or
protecting them. In the context of an organization like education, the leader would be a
servant in terms of supporting others so that they can maximize their potential (Rush,
2002). Again, emphasizing the role of Mohammad as an example, he is considered a role
model for a servant leader (Chowdhury, 2002; Wirba, 2017). He provided the support and
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guidance that ultimately helped his followers become more prosperous, he served in
person rather than delegating this (e.g., comforting and listening to others in person), and
focused on the needs of individuals first over any institutional or organizational needs
(Mohammad et al., 2015). This approach can be combined with transformational
leadership, such that the leader serves others in a way that leads to the internal
transformation or growth needed for them to maximize their potential (Stone et al., 2003).
Islamic leadership is also participatory, in that people other than the leader are
involved in decision making (Aabed, 2006). This concept is found in the Quran: “And
consult them in affairs, then, when you have taken a decision, put your trust in Allah, for
Allah loves those who put their trust in Him.” (Quran 3:139) Furthermore, the aspects of
transformational and servant leadership are seen as participatory in that the process of
service and transformation are shared; leaders and followers work together so that the
necessary growth occurs, and this process requires the combined and shared effort of all
(Northouse, 2012; Roueche, Baker III, & Rose, 2014).
As is the case with any leadership theory though, there will be differences
depending on how things are implemented. For instance, the first four Caliphs of Islam
are looked at as examples because they are considered great leaders; there have been
many other Caliphs throughout the history of Islam that are not used as examples,
typically because they did not implement the concepts of Islamic leadership just
discussed (e.g., they were not servants, or served themselves instead of Allah, or they
failed to transform their followers in a way consistent with Islamic values, etc.)
(Mohammed & Hussain, 2015). Similarly, which aspects of Islamic leadership are
emphasised can change how it is classified in terms of era. From a purely supernatural
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perspective, it is clearly pre-modern. Its emphasis on creating order and following laws is
a very modernist orientation. When emphasizing participatory and transformational
leadership, this is clearly postmodern. Thus, it is necessary to classify Islamic leadership
separately from these contexts and examine how it is implemented in order to determine
its appropriateness for a global society.
Leadership by Islam - characteristics. One of the more popular leadership
theories that attempts to implement Islamic Leadership principles is called Leadership by
Islam (LBI; see Abbasi et al., 2010), which sets out the necessary characteristics of an
Islamic leader and appropriate styles of Islamic leadership. Although these characteristics
could be emphasized in Western leadership theories, in LBI the need for these
characteristics and their definitions or meaning as presented below is derived from
various interpretations of the Quran and the accepted Hadiths (Abbasi et al., 2010). This
is not the case with Western leadership theories.
Accountability is defined as a person’s willingness and ability to be held
accountable for his or her decisions and actions (Islamic Guidance Society, 2001). A
leader with accountability will readily explore and discuss the results of his or her actions
with others, regardless of whether the results were positive or negative (Bovens, 2005). In
contrast, a leader without accountability may frequently engage in scapegoating or
blaming, or simply create rules that prevent him or her from being held accountable for
failures. In LBI, accountability is considered a necessary characteristic (Islamic Guidance
Society, 2001). The main benefit of high accountability is the image of trustworthiness
that is conveyed to others, encouraging others to follow and implicitly improving their
performance (Bovens, 2005). Quotations from the Quran that seem to encourage
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accountability include the following two: “Then he who has done a particle-weight of
good shall see it, [and shall receive the reward for it], And he who has done a particleweight of evil shall see it [and shall receive the recompense for it]” (Quran, 99:7-8)6.
On the Day of Judgement no sinner can help another person with the burden of
his sin and if he who is heavily loaded should call another to bear his load, he will
not be aided though the one whom he has asked for help be of his near kinsmen.
[O, messenger] you can only warn those who fear their Unseen creator and who
perform prayer and pay alms. And whoever purifies himself [From the filth of
polytheism, hypocrisy and other sins] he does it to the benefit of himself because
the return of all is to Allah [and the process of reckoning will surely take place].
(Quran, 35:18)7.
These can be interpreted to mean that people should accept what is expected of
them, to see the results of their actions, and be willing to act in a trustworthy manner
(Bovens, 2005). Historically, many Islamic leaders have insisted on their accountability
to Allah and His Messenger, but not necessarily other people (Islamic Guidance Society,
2001; Mitchell, 1993). This has been derived from several places in the Quran. One
example is: “Allah will not call you to account for that which is not intentional in your
oaths, but He will call you to account for that which your hearts have intended and Allah
is the Tolerant for giving” (Quran, 2:225)8. Another example is: “And be afraid of the

6

ُ) َو َم ْن يَ ْع َم ْل مِ ثْقَا َل ذَ َّرةٍ ش ًَّرا يَ َره۷( ُفَ َم ْن يَ ْع َم ْل مِ ثْقَا َل ذَ َّرةٍ َخي ًْرا يَ َره
7

ب َوأَقَا ُموا
َ َُو ََل ت َِز ُر َو ِاز َرة ٌ ِو ْز َر أ ُ ْخ َر ٰى ۚ َوإِ ْن ت َ ْدعُ ُمثْقَلَةٌ إِلَ ٰى حِ ْم ِل َها ََل يُحْ َم ْل مِ ْنه
ِ ش ْي ٌء َولَ ْو َكانَ ذَا قُ ْربَ ٰى ۗ إِنَّ َما ت ُ ْن ِذ ُر الَّذِينَ يَ ْخش َْونَ َربَّ ُه ْم بِ ْالغَ ْي
َّ ص ََلة َ ۚ َو َم ْن ت َزَ َّك ٰى فَإِنَّ َما يَت َزَ َّك ٰى ِلنَ ْف ِس ِه ۚ َوإِلَى
صير
َّ ال
ِ اَّللِ ْال َم
8

ْ َسب
َّ ت قُلُوبُ ُك ْم ۗ َو
َّ ََل ي َُؤاخِ ذُ ُك ُم
ور َحلِي ٌم
َ ُاَّلل
ٌ ُ غف
َ اَّللُ بِاللَّ ْغ ِو فِي أَ ْي َمانِ ُك ْم َو ٰلَك ِْن ي َُؤاخِ ذُ ُك ْم بِ َما َك
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Day when you shall be brought back to Allah; then every person shall be paid in full what
He has earned, and none shall be dealt with unjustly” (Quran, 2:281)9. A third example
is:
But how will it be with them when we gather them together [on the Day of
judgement] about which there is no doubt? And every soul shall be paid in full
that which he has
And a fourth example is: earned and no one shall be wronged. (Quran, 3:25)10
The Divine recompense will not be in accordance with the desire of you,
[Muslims], nor the desire of the people of the Book: whosoever does evil will
have the recompense accordingly and he will not find any protector or helper
besides Allah. (Quran, 4:123)11
For the most part, this creates a hierarchical (vertical) organizational structure and can
lead to problems whereby a leader actively avoids accountability to other people.
Proficiency is the quality of one’s work, such that a highly proficient person will
use only a minimal amount of effort to accomplish something well (Al habshi & Ghazali,
1994). This is not meant to define a lower boundary for the effort required, but rather to
say that highly proficient people are willing to push themselves beyond the necessary
tasks, have the energy for higher performance and efficiency, and willingly sacrifice time
to accomplish some task (Beekun & Badawi, 1999). It is largely about performance.
Proficient people will have higher performance at work, not simply from skill but mainly

9

ْ ي
ْ س َب
ِ َّ ت َو ُه ْم َل
اَّلل ث ُ َّم ت ُ َو َّف ٰى ُك ُّل نَ ْف ٍس َّما ت ُ ْر َجعُونَ فِي ِه ِإلَى َي ْو ًما َواتَّقُوا
َ ُظلَ ُمونَ َك
10

ْ ت َو ُه ْم َلَ ي
ْ َسب
ْ ْب فِي ِه َو ُوفِ َي
َُظلَ ُمون
َ ْف إِذَا َج َم ْعنَا ُه ْم ِليَ ْو ٍم َلَّ َري
َ ت ُك ُّل نَ ْف ٍس َّما َك
َ فَ َكي
11

َّ ُون
يرا
ُ ب ۗ َم ْن يَ ْع َم ْل
ً َص
ِ ْس بِأ َ َمانِيِ ُك ْم َو ََل أ َ َمانِي ِ أ َ ْه ِل ْال ِكت َا
ِ اَّللِ َو ِليًّا َو ََل ن
َ لَي
ِ سو ًءا يُجْ زَ ِب ِه َو ََل يَ ِج ْد لَهُ مِ ْن د
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from attitude (Beekun & Badawi, 1999). This characteristic is not explicitly mentioned in
the Quran, but is derived as an implication from quotations such as:
And they also admonished him saying: use some of the wealth which Allah has
bestowed on you for your Hereafter by spending in charity. Do not forget that
your portion of worldly life have some limit, you should spend the rest; and be
good and generous to the people as Allah has been good and generous to you; and
do not make mischief due to your worldly power and wealth since Allah does
detest the corrupt. (Quran, 28:77)12.
Responsibility is the degree to which a leader acts in accordance with
expectations and requirements. A responsible leader knows what is expected of him or
her and acts so as to fulfill those expectations (DeKrey, Lima, & Tritus, 1998). An
irresponsible leader either does not know those expectations, or knows them but acts
however he or she wants instead. Although the words “responsibility” and
“accountability” are often used synonymously, there are differences between them.
Leaders with accountability receive the reward or punishment appropriate for their
actions, while those without accountability do not; they only receive reward, are only
punished (i.e., scapegoated), or receive neither reward nor punishment. In contrast, those
with responsibility will act based on the expectations, goals, or requirements regardless of
the outcome (Atkeson & Maestas, 2012; Lazar, 2014). Leaders without responsibility will
just do whatever; they do not care what is required. Thus, leaders without responsibility
but with accountability will do whatever they want but will be punished when they fail to
live up to expectations. In contrast, leaders without responsibility and accountability will
12

َّ ض َ إِ َّن
َّ َسن
َّ ََوا ْبت َاِ فِي َما آتَاك
َاَّللَ ََل يُحِ بُّ ْال ُم ْف ِسدِين
ِ سادَ فِي ْاْل َ ْر
ِ سن
َ َاَّللُ إِلَيْكَ َ َو ََل تَبْاِ ْالف
َ َْصيبَكَ مِ نَ الدُّ ْنيَا َ َوأَحْ س ِْن َك َما أَح
َ اَّللُ الد
َ َّار ْاْلخِ َرة َ َ َو ََل ت َ ْن
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do whatever they want and will suffer no penalties for doing so. While responsibility can
be discussed in a general sense, the Quran emphasizes responsibility to Islam and doing
that which is good:
Whatever of good reaches you (O, man) it is from Allah, but whatever of evil
befalls you, it is from yourself. And (O, Messenger) we have sent you as a
messenger to mankind (all) and Allah is sufficient as a Witness over this highly
important issue. (Quran, 4:79)13.
Some interpret the above quotation to mean that people are responsible for their
actions to ensure that they are obedient to Allah, while others interpret it to mean that
good can only come from Allah and that people cannot be responsible for any action
which is good (Postiglione & Tan, 2007). Those who reject Islam have other
responsibilities, such as “Whosoever obeys the Messenger, thereby, obeys Allah; and
those who turn away (from the Right Path, they should know) we have not sent you (O,
Messenger) to be a watcher over them” (Quran, 4:80)14 and
Verily, those who divided the religion and have become sects, (O, Messenger)
you should have no concern in them in the least; their affair is only with Allah
Who then (on the Resurrection Day) will inform them about what they used to do.
(Quran, 6:159)15.
Justice is the degree of fairness, equity, and moral good that a person performs. A
just person will be fair and equitable, while an unjust person will not (Abbasi, Hameed, &
13

ً س
َّ ِوَل ۚ َو َكف َٰى ب
َّ َسنَ ٍة فَمِ ن
ش ِهيدًا
َ ِاَّلل
ُ اس َر
ِ َّس ْلنَاكَ لِلن
َ سيِئ َ ٍة فَمِ ن نَّ ْفسِكَ ۚ َوأ َ ْر
َ صا َبكَ مِ ن
َ صابَكَ مِ ْن َح
َ َ اَّللِ َ َو َما أ
َ َ َّما أ
14
ً ع َل ْي ِه ْم َحفِي
َ َسو َل فَقَ ْد أ
َّ ع
ظا
ُ الر
َ طا
َّ َِم ْن يُطِ ع
َ َس ْلنَاك
َ اَّللَ َ َو َم ْن ت ََولَّ ٰى فَ َما أ َ ْر
15

َّ ش ْيءٍ ۚ إِنَّ َما أ َ ْم ُر ُه ْم إِلَى
َ إِ َّن الَّذِينَ فَ َّرقُوا دِينَ ُه ْم َوكَانُوا ِشيَعًا لَسْتَ مِ ْن ُه ْم فِي
َاَّللِ ث ُ َّم يُن َِبئ ُ ُه ْم بِ َما كَانُوا يَ ْفعَلُون
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fundamental to leadership (Beekun & Badawi, 1999), such that without justice the
individual and collective state of people cannot function properly (Murphy, 1999).
Having just leaders improves performance, satisfaction, and protection of members of an
organization as well as improves the accountability and responsibility of leaders (Abbasi
et al., 2011; Abbasi et al., 2010; Ather & Sobhani, 2007). Likewise, it is a necessary
characteristic in the Quran:
Verily, Allah commands you to establish justice and goodness (in the community)
and be generous to your relatives, and he forbids you all evil and indecent deeds
and rebellion against the Truth. This is Allah Who enjoins you so that you may
receive admonition. (Quran, 16:90)16.
Some researchers (e.g., Dawkins, 2008; Winn, 2004) have argued that there are
statements in the Quran that promote unjust behaviour, or have been interpreted as such.
For example:
A believer should never kill a believer unless it is by mistake and whosoever kills
a believer by mistake must set free a believing slave and blood-wite should be
paid to the family of the killed person unless they remit it as a free-will offering.
If the killed person belongs to a people at war with you and he is a believer, then
setting free a believing slave is a duty. And if the killed person belongs to a
people with Whom you have a treaty, then blood-wite is to be paid to his family
and the slayer shall set free a believing slave. And whoso finds the (freeing a
slave) beyond his ability, two months fasting successively by way of repentance
16

ُ ع ِن ْالفَحْ شَاءِ َو ْال ُم ْنك َِر َو ْال َب ْغي ِ ۚ َي ِع
َّ ِإ َّن
َظ ُك ْم لَ َعلَّ ُك ْم تَذَ َّك ُرون
َ ان َو ِإيتَاءِ ذِي ْالقُ ْر َب ٰى َو َي ْن َه ٰى
َ ْاْلح
ِ س
ِ ْ اَّللَ َيأ ْ ُم ُر ِب ْال َع ْد ِل َو

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
to Allah (is Ordained); for Allah is the Absolute Knowing Decreer. (Quran,

76

4:92)17.
However, fighting against non-believers has the instruction to:
kill them wherever you get hold of them and drive them out from where they have
driven you out; since the evil of disbelief and polytheism is more grievous than
killing, but do not fight them at the Sacred Mosque unless they fight with you
therein, (and you be in a defence position), so if they fight with you there, kill
them; such is the recompense of the disbelievers (Quran, 2:191)18.
Likewise, there are statements that seem to favour men over women:
Men are overseers and maintainers of women because Allah has made one of
them excel to the other, and because they, (the husbands) provide the livelihood
of the family. Therefore, righteous women are obedient and guard in the
husband’s absence what Allah orders them to guard. As to those women on whose
part you see ill-conduct, admonish them [first], [next] refuse to share their beds,
[and last] beat them lightly, but if they return to obedience, do not seek against
them means of annoyance; verily, Allah is the Sublime Great. (Quran, 4:34)19;
And slavery is merely regulated instead of abolished:

17

َ طأ ً َو َمن قَت َ َل ُمؤْ مِ نًا َخ
َ َو َما َكانَ ِل ُمؤْ مِ ٍن أَن َي ْقت ُ َل ُمؤْ مِ نًا ِإ ََّل َخ
عد ٍُو
َّ سلَّ َمةٌ ِإلَ ٰى أ َ ْه ِل ِه ِإ ََّل أَن َي
ُ طأ ً فَتَحْ ِر
َ صدَّقُوا َفإِن َكانَ مِ ن قَ ْو ٍم
َ ير َرقَ َب ٍة ُّمؤْ مِ َن ٍة َو ِد َيةٌ ُّم
ٌ َ ير َرقَبَ ٍة ُّمؤْ مِ نَ ٍة َو ِإن َكانَ مِ ن قَ ْو ٍم بَ ْينَ ُك ْم َوبَ ْينَ ُهم ِميث
ش ْه َري ِْن
َ صيَا ُم
ُ سلَّ َمةٌ ِإلَ ٰى أَ ْه ِل ِه َوت َحْ ِر
ُ لَّ ُك ْم َوه َُو ُمؤْ مِ نٌ فَت َحْ ِر
ِ َير َرقَبَ ٍة ُّمؤْ مِ نَ ٍة فَ َمن لَّ ْم يَ ِج ْد ف
َ اق فَ ِديَةٌ ُّم
َّ َاَّللِ َو َكان
َّ َُمتَت َابِعَي ِْن ت َْوبَةً ِمن
علِي ًما َحكِي ًما
َ ُاَّلل
18

ُ ْث ث َ ِق ْفت ُ ُمو ُه ْم َوأ َ ْخ ِر ُجوهُم ِم ْن َحي
ُ َوا ْقتُلُو ُه ْم َحي
شدُّ مِ نَ ْالقَتْ ِل َو ََل ت ُقَاتِلُو ُه ْم عِندَ ْال َمس ِْج ِد ْال َح َر ِام َحت َّ ٰى يُقَاتِلُو ُك ْم فِي ِه فَإِن قَاتَلُو ُك ْم
َ َْث أ َ ْخ َر ُجو ُك ْم َو ْال ِفتْنَةُ أ
ْ
َفَا ْقتُلُو ُه ْم َك ٰذَلِكَ َجزَ ا ُء الكَاف ِِرين
19

َّ اَّللُ َو
َ ب بِ َما َح ِف
َ ِصا ِل َحاتُ قَا ِنت َاتٌ َحاف
َّ ظ
َّ ض َل
الَلتِي
َّ ساءِ بِ َما َف
ِ علَى
َّ ض َوبِ َما أَنفَقُوا مِ ْن أ َ ْم َوا ِل ِه ْم فَال
ٍ علَ ٰى بَ ْع
ِ ظاتٌ ل ِْلغَ ْي
َ ض ُه ْم
َ اَّللُ بَ ْع
َ َالر َجا ُل قَ َّوا ُمون
َ الن
ِ
ُ تَخَافُونَ نُشُوزَ ه َُّن فَ ِع
ً ِسب
َ َض ِربُوه َُّن فَإ ِ ْن أ
َّ يَل إِ َّن
يرا
ْ اجعِ َوا
ً ع ِليًّا َك ِب
َ َاَّللَ َكان
َ ط ْعنَ ُك ْم َف ََل ت َ ْبغُوا
َ ظوه َُّن َوا ْه ُج ُروه َُّن فِي ْال َم
َ علَ ْي ِه َّن
ِ ض
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Allah has preferred some of you above others in sustenance, but those preferred
ones do not share their provision with those slaves they own, so that they be equal
in that respect. Is it the bounty of Allah that they deny? (e.g., Quran 16:71)20.
Leadership by Islam - Approaches. LBI tends to use a holistic perspective for
leadership, looking at the whole organization, people, and/or culture (Abbasi et al, 2010).
To differentiate between circumstances and appropriate leadership styles, there are
different approaches to leadership that can be used. In this sub-section, four such
approaches will be discussed: participatory, systems approach, contingency, and
consistency. Again, these are partly derived from the Quran.
The participatory approach for LBI enables each member of the group to provide
input or influence in decision-making (Jabnoun, 1994). By doing so it not only improves
the quality of decision making but also seems to improve effectiveness of the
organization (Bartle, 2008). In the Quran, people are encouraged to consult with others:
(O, Messenger) Thus, it is a Grace of Allah that you were gentle to Those (who
disobeyed in Uhud); had you been tough or hard-hearted, they would have surely
dispersed away from around you, therefore forgive them and seek pardon for
them from Allah; and consult them in the affair, but when you resolve a matter,
then put your trust in Allah alone, for Allah is Affectionate to those who put their
trust in Him” (3:159)21
Also, there is a reward for those who consult with others:

20

س َوآ ٌءؕ اَفَبِنِعم َم ِة ه
َو ه
َاَّللِ يَ مج َحد مُون
َّ َاَّللُ ف
ٍ ع ٰلى بَعم
ضلُ موا بِ َرآد م
َ ِى ِر مزقِ ِه مم
ِ ُق ۚۚ فَ َما َّالذ مِينَ ف
َ ض ُك مم
َ ض َل بَعم
َ ع ٰلى َما َملَـك مَت ا َ مي َمانُ ُه مم فَ ُه مم ف مِي ِه
ِ ض فِى
ِ الر مز
21

ًّ اَّللِ ِل ْنتَ لَ ُه ْم َ َولَ ْو ُك ْنتَ َف
َ غلِي
َّ َفَبِ َما َرحْ َم ٍة مِ ن
عزَ ْمتَ فَت ََو َّك ْل
َ ظا
ِ ظ ْالقَ ْل
َ ع ْن ُه ْم َوا ْست َ ْغف ِْر لَ ُه ْم َوشَا ِو ْر ُه ْم فِي ْاْل َ ْم ِر َ فَإِذَا
َ ْف
ُ ب ََل ْنفَضُّوا مِ ْن َح ْولِكَ َ فَاع
َّ اَّللِ ۚ إِ َّن
َّ علَى
َاَّللَ يُحِ بُّ ْال ُمت ََو ِكلِين
َ
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(The believers who put their trust in their Creator are) Those who respond to the
call and Command of their Creator, and perform their prayers regularly, and for
running their affairs they employ mutual consultations among themselves, and
spend in Allah’s way out of what we have given them as sustenance. (42:38)22.
Such statements have led to consultation being a valuable enterprise in Islam (Daryabadi,
1998) and a fundamental pillar of what it means to be a Muslim (Maududi, 2005d). In
addition to the Quranic references, the importance of consulting with others is derived
from the Hadith; since Muhammad consulted with other groups in the early days of
Islam, this led to consultation becoming part of the culture and the religious life in Sunni
Islam (Abbasi et al, 2010; Jabnoun, 1994). However, consultation with enemies seems to
be discouraged given the statements that encourage killing them instead of talking:
(O, you Muslims) fight those from among the people of the book, who do not
believe in Allah and nor in the Last Day and those who do not prohibit what Allah
and His Messenger have prohibited and those who do not follow the Religion of
Truth [Islam], until they pay tributary tax with their own hands, while feeling
subjected and disgraced. (Quran, 9:29)23.
The systems approach for LBI brings together various parts of an organization or
group with the goal of examining it as a whole or working as a harmonious collective
(Jabnoun, 1994). This enables understanding both the individual parts of the system (e.g.,
individual people within a group) and the overall system itself (e.g., how the different
parts affect or depend on each other; Stoner et al., 1992). Although the Quran does not
22

َُور ٰى بَ ْينَ ُه ْم َومِ َّما َرزَ ْقنَا ُه ْم يُ ْن ِفقُون
َّ َوالَّذِينَ ا ْستَ َجابُوا ل َِربِ ِه ْم َوأَقَا ُموا ال
َ ص ََلة َ َوأ َ ْم ُر ُه ْم ش
23

ُ َاب َحت َّ ٰى يُ ْع
َطوا ْال ِج ْزيَة
َّ اَّللِ َو ََل بِ ْاليَ ْو ِم ْاْلخِ ِر َو ََل يُ َح ِر ُمونَ َما َح َّر َم
َّ قَاتِلُوا الَّذِينَ ََل يُؤْ مِ نُونَ ِب
ُ اَّللُ َو َر
َ  ِّ مِ نَ الَّذِينَ أُوتُوا ْال ِكت
ِ سولُهُ َو ََل يَدِينُونَ دِينَ ْال َح
َصاغ ُِرون
َ
َ ع ْن يَ ٍد َو ُه ْم
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explicitly discuss this kind of approach, it implies unity and cooperation in a way that
suggests a systems approach can be taken (Hashim & Majeed, 2014): “O mankind! You
were created from a single (pair) of a male and a female and you were made into nations
and tribes, that you may know each other (not that you may despise each other)” (Quran,
49:13)24. The systems approach is also used by religious scholars in their approach to
understanding the Quran, by recognizing it as a single whole with various parts that were
developed at different times and places and within different contexts (Maududi, 2005a).
The contingency approach for LBI emphasizes the need for a plan or preparation
in the event that existing circumstances change, unexpected events occur, or the main
plan fails. Since it is impossible to create a perfect plan, or expect every possible event,
the contingency approach encourages having alternate plans as well as being flexible in
the implementation of a plan (Jabnoun, 1994). This approach can be seen in the Quran,
where various actions are expected of people but alternatives and exceptions are also
given. For instance, fasting during Ramadan is required except in certain circumstances:
Ramezan is the month in which was revealed the Holy Quran which is a Guidance
for mankind and which bears clear proofs and explanations for the Guidance and
which stands as Forgan (i.e., a criterion between Truth and falsehood); so
whoever of you who is present at his home, he should fast therein and whosoever
on a journey or ill, he should fast the same number of other days; Allah intends
for you ease, he does not intend for you hardship. You must complete the

24

ُ اس ِإنَّا َخلَ ْقنَا ُك ْم مِ ْن ذَك ٍَر َوأ ُ ْنث َ ٰى َو َجعَ ْلنَا ُك ْم
َّ اَّللِ أَتْقَا ُك ْم ۚ إِ َّن
َّ َارفُوا ۚ إِ َّن أ َ ْك َر َم ُك ْم ِع ْند
ير
ٌ ِعلِي ٌم َخب
َ َاَّلل
ُ َّيَا أَيُّ َها الن
َ َشعُوبًا َو َقبَائِ َل ِلتَع
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prescribed number of days; and glorify Allah’s Greatness for His having guided
you and you be thankful to Allah for His Favour. (Quran 2:185)25.
As another example, debts should be written down and have witnesses sign the
document, but a promissory object can be given if a scribe cannot be found:
O, you who believe! When you contract a debt for a fixed term, then write it down
and let scribe write it down between you justly. And the scribe should not refuse
to write, as to what Allah has taught him. So let him write and let the debtor
dictate; and he must fear Allah, his Creator & Nurture; and diminish not anything
or what he owes. If he who owes, suffers from mental problem or he is weak or
unable to dictate himself, then let his guardian dictate justly. And call to witness,
two witnesses from among your men and if there is not two men, then call a man
and two women of those you approve of as witnesses, so that if one of the two
women forgets, the second one of the two may remind the other, and the
witnesses should not refuse to witness when they are called on (for evidence).
You should not become weary of writing it down, whether small transaction or
big, with its fixed term; this procedure is the most equitable with Allah, more
solid as evidence, and more convenient to prevent doubt among yourselves. In
case it is a present transaction of trade in which you give and take between
yourselves there is no blame on you if you do not write it down, nevertheless, take
witnesses when you make a commercial contract, but do not let either the scribe
or the witness be pressed or threatened; and if you do (so) verily, it will be
regarded as disobedience (from Allah’s Command) from your side; and fear from
25

َّ ش ِهدَ مِ ْن ُك ُم ال
ٍ اس َوبَيِنَا
سف ٍَر
َ ان ۚ فَ َم ْن
َ
ُ َش ْه َر فَ ْلي
ِ َّضانَ الَّذِي أ ُ ْن ِز َل فِي ِه ْالقُ ْرآنُ ُهدًى لِلن
َ ص ْمهُ َ َو َم ْن َكانَ َم ِريضًا أ َ ْو
َ ش ْه ُر َر َم
َ علَ ٰى
ِ َت مِ نَ ْال ُهدَ ٰى َو ْالفُ ْرق
ْ
ْ
َّ
ُ
َّ اَّللُ بِ ُك ُم ْاليُس َْر َو ََل ي ُِريدُ بِ ُك ُم العُس َْر َو ِلت ُ ْكمِ لوا ال ِعدَّة َ َو ِلتُكَبِ ُروا
َّ ُفَ ِعدَّة ٌ مِ ْن أَي ٍَّام أ ُخ ََر ۗ ي ُِريد
َعلَ ٰى َما َهدَا ُك ْم َولَعَل ُك ْم ت َ ْش ُك ُرون
َ َاَّلل
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the disobedience of Allah’s Commands. Allah is the One Who teaches you all;
and Allah is the Absolute Knower of Everything” and “And if You are on journey
and cannot find a scribe, then take a pledge with possession; but if one of you
trusts the other (can do without taking pledge), then the trustee should fulfill his
trust and return the entrusted faithfully; and should fear Allah, his Creator &
Nurture. And (you people) do not conceals testimony; and whosoever conceals it,
then surely his heart is sinful. And Allah is well aware of all that you do. (Quran
2:282-283)26.
As a third example, a nation should be prepared for war so that, if they are attacked, they
can respond instead of prepare while being sieged (Maududi, 2005b):
And (to fight the enemy) prepare against them to the utmost, such as armed force
and strong horses and provisions for fighting, in order to frighten the enemy of
Allah as well as own enemy and others besides them, whom you do not know
them but Allah knows them; and whatever you spend in Allah’s way will be
repaid to you and you shall not be dealt with, unjustly. (Quran 8:60)27.
However, the Quran is also clear that there are instances where flexibility should
not be implemented, particularly in terms of moral issues. For example, certain
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َّ ُعلَّ َمه
ٱَّللُ ۚ فَ ْليَ ْكتُبْ َو ْلي ُْم ِل ِل
َ ب َك َما
َ ُ ب كَاتِبٌ أَن يَ ْكت
َ ْس ًّمى فَٱ ْكتُبُوهُ ۚ َو ْليَ ْكتُب بَّ ْينَ ُك ْم كَات ٌِۢبٌ بِ ْٱلعَ ْد ِل ۚ َو ََل يَأ
َ ٰيَٓأَيُّ َها ٱلَّذِينَ َءا َمنُ ٓو ۟ا إِذَا تَدَايَنتُم بِدَي ٍْن إِلَ ٰ ٓى أَ َج ٍل ُّم
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ِ ش َهدَآءِ أن ت
َ َان مِ َّمن ت َْر
ِ ش ِهيدَي ِْن مِ ن ِر َجا ِل ُك ْم َ فَإِن ل ْم َي ُكونَا َر ُجلَي ِْن فَ َر ُج ٌل َو ْٱم َرأت
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َ ََوأ َ ِعدُّوا لَ ُه ْم َما ا ْست
َّ عد َُّو ُك ْم َوآخ َِرينَ مِ ْن دُونِ ِه ْم ََل ت َ ْعلَ ُمونَ ُه ُم
َّ عد َُّو
ٍش ْيء
َ اَّللُ يَ ْعلَ ُم ُه ْم ۚ َو َما ت ُ ْن ِفقُوا مِ ْن
َ اَّللِ َو
َ ط ْعت ُ ْم مِ ْن قُ َّوةٍ َومِ ْن ِربَاطِ ْال َخ ْي ِل ت ُ ْر ِهبُونَ ِب ِه
ْ ُ ف إِلَ ْي ُك ْم َوأَ ْنت ُ ْم ََل ت
َّ سبِي ِل
َظلَ ُمون
َّ اَّللِ ي َُو
َ فِي
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circumstance: “Cut off the (right) hand (four fingers) of the thief, male or female, a
punishment as an exemplary Torment from Allah for that which they committed; and
Allah is the Mighty Decreer” (Quran 5:38)28. Likewise, Muslims often take an inflexible
approach to Islam itself: the concept that Islam is the final religion, that the text of the
Quran cannot change, and thus the divine law will not change or adapt for future
circumstances29.
The consistency approach for LBI encourages teamwork, a common goal to aim
for, and perseverance towards accomplishing this goal (Abbasi et al, 2010). In addition,
there is importance attached to long-term goals, creating appropriate plans, and planning
for the future (Jabnoun, 1994). This is derived from the many statements in the Quran
that encourage patience and perseverance, particularly in the face of difficulties or
danger. For instance: “Saying: Salam (Peace & health) on you who persevered patience
(in Allah’s path), now, you have attained this excellent final Home!” (Quran, 13:24)30.
Another example is:
Say (O, Messenger!): O, My worshippers who believe! Fear from the
disobedience of your Creator and Nurturer! Good is the reward of those who do
good in this world. And Allah’s Earth is vast enough (So if you are bothered by
the disbelievers of this land, then Migrate to another place) since those who are

28

َ َّارقَةُ فَا ْق
ٌ ع ِز
َّ اَّللِ ۗ َو
َّ َسبَا نَك ًَاَل مِ ن
يز َحكِي ٌم
َ ُاَّلل
َ طعُوا أَ ْي ِديَ ُه َما َجزَ ا ًء بِ َما َك
ِ َّارقُ َوالس
ِ َوالس
29

Such an inflexible approach to religion is not restricted to Islam though; this behaviour is common to
many followers of most religions throughout history.

30

ع ْقبَى الد َِّار
ُ صبَ ْرت ُ ْم ۚ فَنِ ْع َم
َ س ََل ٌم
َ
َ علَ ْي ُك ْم بِ َما
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(Quran, 39:10)31;
A third example is:
But the believers who had been bestowed Faith and knowledge said: Woe on you
for these mean thoughts! The reward of Allah is better for those who have Faith
and do good deeds; but this reward is only bestowed on those who are patient and
steadfast in the path of their Faith. (Quran, 28:80)32;
And a fourth example is: “O, you who believe! Preserve your patience and be garrisoned;
and strengthen your mutual relations (against the army of the enemy of Islam) and (above
all) fear from the disobedience of Allah’s Commands, so that you receive salvation”
(Quran, 3:200)33. Having patience and perseverance is necessary for being consistently
effective and/or productive, and for accomplishing long-term projects.
Leadership in Schools
Up until this point, discussions of leadership have focused on the very general
case of ‘leadership in any organization.’ Although the previously discussed leadership
theories can be applied to the context of schools, there are additional details that some
researchers have explored in specifically the context of schools. Therefore, this section
will briefly touch on some theories explicitly about leadership in the school or classroom.
This section serves two purposes. First, it will present some literature (Hallinger’s model
in particular) on leadership in schools. Second, it provides an example of how any of the

31

َّ ض
ب
ٍ سا
َّ اَّللِ َوا ِس َعةٌ ۗ ِإنَّ َما ي َُوفَّى ال
ُ سنَةٌ ۗ َوأ َ ْر
َ ِصا ِب ُرونَ أَجْ َر ُه ْم ِبغَي ِْر ح
َ سنُوا فِي ٰ َه ِذ ِه الدُّ ْن َيا َح
َ ْقُ ْل َيا ِع َبا ِد َّالذِينَ آ َمنُوا اتَّقُوا َربَّ ُك ْم ۚ لِلَّذِينَ أَح
32

َّ ُوقَا َل الَّذِينَ أُوتُوا ْالع ِْل َم َو ْيلَ ُك ْم ث َ َوابgf
َصابِ ُرون
َّ صا ِل ًحا َو ََل يُلَقَّاهَا إِ ََّل ال
َ اَّللِ َخي ٌْر ِل َم ْن آ َمنَ َو
َ عمِ َل
َ
33

ُ ِصابِ ُروا َو َراب
َّ طوا َواتَّقُوا
َاَّللَ لَ َعلَّ ُك ْم ت ُ ْف ِلحُون
ْ يَا أَيُّ َها الَّذِينَ آ َمنُوا ا
َ صبِ ُروا َو
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Hallinger’s model identifies who could be considered a leader and what ‘tasks’ or ‘goals’
such leaders would need to think about. Thus, considering Hallinger’s model provides
insight into how other theories, such as transformational leadership or Goleman’s
situational leadership, could be applied to the context of schools.
Ramsankar (2014) argued that leadership in schools is not something that can be
defined but rather it is like an art in that you can define common practices associated with
great examples. Kouzes and Posner (2002) provided five practices that they thought were
best among educational leaders: they model the method they expect others to follow,
inspire a vision for the whole system, challenge existing processes so as to enable
improvement, enable others to act, and encourage emotional and social attachment to
their work. Often, administrators and principals are responsible for leadership in schools,
creating change in educational policy and local processes by working with teachers,
students, and other stakeholders in the community (Powell & Jurling, 2016). However,
the term “educational leader” is usually applied to those who advance, improve, and
organize the processes and structures of an educational institution regardless of the level
(e.g., elementary, secondary, post-secondary, etc.) (Powell & Jurling, 2016). This can
involve managing teachers and staff, building and strengthening teams, determining who
to hire, creating and revising curriculum content and standards, and implementing or
setting various policies. Hence, the leader could be operating within a school (such as by
being the principal) or at higher levels in the educational system (e.g., school
superintendent, member of a school board, working within educational ministry of a
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government, etc.). Although such distinction is important, the research explored in this
dissertation will only look at leaders operating within a school.
One model of leadership in schools that has seen significant empirical
examination is Hallinger’s Model of Instructional Leadership (see Hallinger, 2000;
Hallinger & Murphy, 1985; Heck, Larson, & Marcoulides, 1990). Within this model
there are ten practices, roughly grouped into three categories (see Figure 2.10 below). Of
these practices, mission-building activities are the ones that are most influential for a
principal to perform in terms of affecting student outcomes (Hallinger, 2003). In addition
to the many studies summarized by Hallinger (2003) in his model, other large metaanalyzes have been conducted to explore common patterns in the behaviours and traits of
leaders in an education context. One large meta-analysis was conducted by Waters,
Marzano, and McNulty (2003; 2005), in which roughly 70 empirical studies over a period
of 30 years were examined, analyzed, and summarized. In this analysis, they identified 21
“responsibilities” that were related to student achievement; in other words, as a leader
exercised these responsibilities to a higher degree there was a corresponding increase in
student achievement (Waters, et al., 2003; Marzano, Waters, & McNulty, 2005). Leaders
did not need to show all of these responsibilities, but having more of them was related to
higher student achievement. Some of the responsibilities identified in this meta-analysis
overlapped with the practices identified by Hallinger, but they were not identical.
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Figure 2.10. A diagram of the ten practices of Hallinger’s model, and their organization
into three categories of practices (adapted from Leithwood, Day, Sammons, Harris, &
Hopkins, 2006, pp. 22-23).
A more elaborate theory of leadership in schools was proposed by Leithwood and
colleagues (2006), in which they combined several existing practices and models. They
took 17 of the responsibilities identified by Waters and colleagues (2003; 2005) and
categorized them as behavioural practices, while the remaining four responsibilities were
categorized as qualities of a leader (Leithwood et al., 2006). These were then combined
with the practices suggested by Hallinger’s model, such that a new set of “core practices”
were developed. An adaptation of their comparison is presented below in Table 2.4.
However, they discuss two practices that are considered important in the literature but are
excluded from their theory: communication and problem solving. Leithwood and
colleagues considered these two things as among pre-requisites for being a leader, and
assume that leaders need to be good at them (see Leithwood et al., 2006, pp. 21-31).
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Table 2.4.
Description of Leithwood and colleagues’ educational leadership theory (adapted from
Leithwood et al., 2006, pp. 30-31)
Leithwood et al.’s
Core Practices

Hallinger’s
Principles

Waters et al.’s Responsibilities

Setting Direction
Vision

Developing a clear mission
focused on students’
academic progress

Inspires and leads new and
challenging innovations

Goals

Framing the school’s goals;
communicating these goals

Establishes clear goals; keeps goals
at forefront of attention

High performance expectation
Developing People
Individualized support and
consideration; emotional
understanding and support

Providing incentives for
Teachers

Recognizes and rewards individual
accomplishment; demonstrates
awareness of personal aspects of
staff

Intellectual stimulation

Promoting professional development Is willing to, and actively
challenges, the status quo; ensures
staff are well informed about best
practices and fosters regular
discussion about them

Modelling

Maintaining high visibility

Has quality contacts and interactions
with staff and students

Redesigning the Organization
Building a collaborative culture

Structuring the organization to
facilitate work

Fosters shared beliefs, sense
of community, cooperation;
recognizes and celebrates school
accomplishments and
acknowledges failures; involves staff
in design and implementation of
important decisions and policies
Providing incentives for
Learning

Creating productive relationships
with families and communities

Is an advocate and spokesperson for
school to all stakeholders

Connecting the school to its
wider environment
Managing the Teaching Program
Staffing
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Providing teaching support

Supervising and evaluating
instruction; coordinating the
curriculum

Establishes set of standard
operating procedures and routines;
provides materials necessary for job;
directly involved in design and
implementation of curriculum,
instruction and assessment practices

Monitoring

Monitoring student progress

Monitors the effectiveness of school
practices and their impact on student
learning

Buffering staff from distractions to
their core work

Protecting teaching time

Protects teachers from issues
and influences that would detract
them from their teaching time or
focus

Approaches to studying leadership in schools. When conducting studies or
investigating the nature of leadership in schools, different approaches could be taken.
Gunter (2001) categorized the positions of various authors into four main positions taken
while studying leadership: critical, humanistic, instrumental, and scientific (see Table
2.5). Each position focuses on a different aspect of leadership and a particular means of
gathering information about leadership.
Table 2.5.
Four major positions in studying leadership (adapted from Gunter, 2001)
Position

Description

Examples

Critical

Focuses on social injustice and oppression of
established power structures

Ball (1994)
Blackmore (1999)
Grace (1995)
Smyth (1989)

Humanistic

Focuses on experiences, advice, memoirs, and
biographies of leaders

Day, Harris, Hadfield, Tolley, &
Beresford, (2000)
Gronn (1999)
Ribbins (1997)
Southworth (1995)

Instrumental

Focuses on effective leadership strategies for
delivering organizational outcomes

Caldwell & Spinks
(1988; 1992; 1998)

Scientific

Focuses on measuring the impact of leadership
effectiveness on organizational outcomes

Leithwood, Tomlinson, & Genge, (1996)
Leithwood, Jantzi, & Steinbach, (1999)
Sammons, Thomas, & Mortimore, (1997)
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relationship between the agency of a leader/follower and the social, leadership, or
organizational structures that enhance or limit this agency. This is often conducted within
the context of the social sciences, and focuses particularly on the powers and power
structures involved in leadership. The purpose of this approach is to see the wider
network of people, and gain a sense of alternate ways of accepting, interpreting, and
refusing various methods of leadership. The humanistic position uses a narrative,
biographical approach to leadership (Gunter, 2001) in which leaders share their
experiences of exercising leadership. This position can provide a rich sense of the
realities of leadership, tension, problems, and solutions within particular contexts (Day,
Harris, Hadfield, Tolley, & Beresford, 2000). In contrast, the instrumental position
merely collects and gives models of effective leadership strategies, often in great detail,
with the intention of replicating them elsewhere (Gunter, 2001). Although the
instrumental position has resulted in bullet-point style lists of leadership, the scientific
position attempts to back up those theories of leadership with empirical evidence of
effectiveness (i.e., effects of leadership styles on behaviour, function, emotion, and
particularly student outcomes) (Gunter, 2001). The instrumental position, and scientific
one to an extent, have been used in policy making and in preferred methods of
instructional leadership (e.g., see Caldwell & Spinks, 1998). However, emphasizing the
instrumental position over the others has led to a situation where producing and analyzing
knowledge about leadership in education is moving away from professional researchers
towards commercial consultancies (Forde, Hobby, & Lees, 2000).
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Structure and Types of Organizations
Any organization can have various forms of structure to determine its policies and
means of communication, as well as the roles, responsibilities, and authority of its
members. Thus, the structure of an organization determines the extent to which, and
nature by which, leadership affects the members of an organization (Donaldson, 1996).
Similarly, the type of an organization can also influence the style of leadership that is
used or is most appropriate. When it comes to organizations in the education system,
Parkyn (1969) argued that it is important for administrators and classroom teachers to
have a good understanding of the organization’s structure. Understanding how the
structure of a school, school board, and the whole education system influences the goals,
processes and methods of education can help teachers to determine how to become a
more effective teacher or what change is needed to the system to improve the quality of
education. Thus, in this section, I will discuss some different structures, types of
organizations, and strategies in relation to educational leadership (see Figure 2.11).

Figure 2.11. This figure shows the major topics about structures, types, and strategies of
educational organizations.
Organizational strategy. Although organizations can differ in terms of their
structure, they can also be described in terms of the strategy that leaders within an
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strategies: defender, prospector, analyzer, and reactor. In the defender strategy,
organizations focus primarily on improving efficiency so as to protect their existing areas
of operation. This strategy works best in a stable environment. In the prospector strategy,
organizations focus on innovation, creativity, and flexibility so as to find new areas of
operation or growth. In the analyzer strategy, organizations attempt to combine both
defender and prospector; in other words, they attempt to improve efficiency in their
currently stable areas of operation while also seeking new areas of operation. This
strategy is very difficult to implement well, since both efficiency and creativity need to
be emphasized. In the reactor strategy, organizations do not have any consistent plan but
instead react to the current operating environment. As such, the reactor strategy often
results in organizations responding incorrectly or too slowly (e.g., trying to innovate in a
new market after a competitor has already captured it) and is often the strategy employed
by organizations that soon fail (Smith et al., 1989).
Vertical vs. horizontal structure. An organizational structure can be more vertical
(hierarchical) or more horizontal (flat) in nature. These differ in terms of the relationship
between members with different roles, such as the relationship between students,
teachers, principals, administrators, and other staff members.
In a vertical structure, there is a hierarchy or pyramid of levels of roles such that
everyone has a supervisor except the person (or group) at the top (Cruz-Cunha, 2010).
The number of levels, and relative sizes of each level, can determine the overall shape of
this structure. For instance, usually a pyramid shape is suggested whereby there is one
person on top, followed by several layers that increase in size until the bottom layer is
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making it exceptionally “tall.” The main advantage of the vertical structure is that all
members have clearly defined authority and responsibilities, as this is embedded in their
level in the structure (Nowozin, 2013). There is also the easy opportunity to motivate
employees through the possibility of promotion to a higher level in the structure. In
addition, it is easier for employees to become specialists, as they can narrow their
emphasis to a particular function. However, employees may become loyal to a particular
department, which can lead to rivalries and inter-departmental conflicts (Cruz-Cunha,
2010). The main disadvantages are that increased layers in the organization can lead to
increased cost (e.g., salaries for middle-management), strong resistance to change, and
poor communication between layers (Nowozin, 2013).
In a horizontal structure, the hierarchy of a vertical organization is flattened to as
few levels as possible. Often this has only one or two levels, with most of the staff being
on the same level (Cruz-Cunha, 2010). Given that there are fewer levels, the decisionmaking process and supervision is often incorporated into the same level (i.e., people
often have no direct supervisor). One advantage of this structure is that greater
coordination and communication can occur, due to fewer intervening levels of people
(Nowozin, 2013). In addition, decision making between people is easier since they are the
only ones that need to be involved. As well, eliminating middle management can reduce
costs. One disadvantage is that confusion and power struggles can occur among people
because they lack a direct supervisor or person to protect against domineering
personalities (Cruz-Cunha, 2010). All members of the organization have a greater degree
of responsibility, and this can also lead to burnout. Furthermore, since people tend to lack
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specialists. Although it is easier to change a horizontal structure, long-term growth can be
difficult, as adding further layers of management cannot be done without breaking the
structure.
Formal vs. informal organization. The degree of formality an organization can
have refers to how well defined it is. In other words, it refers to how well the rules,
positions, goals, responsibilities, and membership criteria are defined.
Formal organizations are highly goal-oriented, and tend to have clearly defined
positions, jobs, functions, responsibilities, and rules (Chitale, Mohanty, & Dubey, 2012).
A formal organization is one where the activities are coordinated towards a common
objective (Koontz, O'Donnell, & Weihrich, 1986). All of these details are codified and
recorded, such that misunderstandings can be cleared up and disobedience more easily
identified. Membership in a formal organization is also restricted, such that one or more
designated people decide whether others can be part of the organization. Etzioni, in
exploring the reasons why people enter an organization, described a formal organization
as a “group that restricts membership and makes use of officially designated positions
and roles, formal rules and regulations, and a bureaucratic structure” (cited in Subedi,
2014, p. 3). Alternative definitions of a formal organization are also available. For
instance, from an economic perspective a formal organization could be described as a
fixed regulation of in-plant operational sequence and structures; it is created in the form
of rules and permits very little in the way of difference of interpretation (Hutchison,
2010). Blau & Scott (1962) describe a formal organization as the structure prescribed by
management, generally represented in an organizational chart. The chart is supported by
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more detailed descriptions of each role and relationship shown in it. From the social
dynamics perspective, a formal organization is “a system of consciously coordinated
activities or forces of two or more people” (Foss, 2000, p. 16).
In contrast to a formal organization, an informal organization is dynamically
created, and evolves organically and spontaneously from changes in the work
environment (Koontz et al., 1986). This type of organization is basically a dynamic set of
personal relationships, whether it is a social network, community of common interest, or
a spontaneous group formed from an emotional response. Informal organizations can be
separate entities, or they can occur within a formal organization. Informal organizations
can serve four major functions within a formal organization: perpetuate the cultural and
social values of the group, provide social status and satisfaction that may not be given by
the formal organization, provide communication channels, and influence and regulate the
behaviours of people within the group (see Anbuvelan, 2007).
Public vs. private sector organization. Regardless of the structure of an
organization, there is also a difference in terms of how it functions and who provides the
financial means by which it can operate. Typically, this difference is divided into two
groups: public and private.
Public sector organizations are those that are supported by the government or state
(Sims, 2007). Such an organization provides a service to all people regardless of their
ability to pay. For instance, a public school provides a service (education) to any family
regardless of their income. In some cases the fee is completely waived (i.e., parents pay
nothing) while in other cases a small nominal fee, or subsidized fee, is required (Sims,
2007). A public sector organization is also largely controlled by the government or state
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curriculum) of a public school.
In contrast, a private sector organization is not directly controlled, operated, or
funded by the government or state (Mazzucato, 2013). Thus, the private sector basically
includes anything that is not part of the public sector; generally speaking, these are only
for-profit companies (Mazzucato, 2013; Sims, 2007). Any service that a private sector
organization provides must be paid for, and are, thus, unavailable for people unable to
afford the price. For instance, for someone to lease a car he or she must be able to pay the
upfront and continual cost of the lease; without the money to pay, the car cannot be
leased. Similarly, a family who wants to send a child to a private school must be able to
pay the tuition cost of attending the school. The advantage is that the government does
not control the private school; although it must abide by certain government regulations
and laws, the content and structure of the school is less rigorously controlled than in
public schools.
In some cases public and private sector organizations work together for a common
purpose. Most often this occurs when a public sector organization outsources some
contract to a private sector organization (Mazzucato, 2013). For example, a government
organization can hire a for-profit company to build a road or bridge.
Learning Organizations
A learning organization is an organization in which all members, especially the
leaders, encourage, promote, and enable the personal growth of all its members (Senge,
1990). In other words, those with influence and power within an organization actively try
to adapt the structure and processes of the organization to new circumstances through
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helping all members of the organization learn to improve themselves (Pearn et al., 1995).
Any organization can be a learning organization to some degree. Organizations can
typically be evaluated in terms of their environment, structure, or the behaviour and
attitudes of their employees, but these criteria do not work well at describing the degree
to which something is a learning organization (Olson-Buchanan, Bryan, & Thompson,
2013). Thus, just as leadership for a learning organization may need to be assessed
differently, learning organizations themselves may need to be assessed differently. One
common method is to evaluate an organization using the six factors of the INVEST
model: Inspired learners, Nurturing culture, Vision for the future, Enhanced learning,
Supportive management, and Transforming structures (Pearn et al., 1995). Each of these
six factors is discussed in more detail below:
Inspired learners. This is the degree to which members of an organization have
motivation and confidence for continual learning (Pearn et al., 1995). When people have
high motivation and confidence for learning, it means they are regularly looking for new
opportunities to learn something.
Nurturing culture. This is the degree to which the values and behaviours of the
organization support continual learning (Pearn et al., 1995). Some attitudes of developing
such a culture include doubting the status quo, critiquing assumptions, and questioning
current methods. Certain activities can also develop this culture: tests and experience,
learning from mistakes, and research and rational debates (Rabin, 2003).
Vision for the future. This is the degree to which the organization has a shared
vision, including recognizing, reacting to, and determining what is feasible for the future
(Pearn et al., 1995). A shared vision can also confirm learning within individuals of an
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organization, hence it is necessary to ensure that the whole organization is continually
transformed, improved, and adapted to the changing external circumstances (Gilley,
Maycunich & Gilley, 2000).
Enhanced learning. This is the degree to which an organization uses processes
and tools specifically for learning (Pearn et al., 1995). Foremost among these processes is
encouraging an attitude of lifelong learning in members (Gilley et al., 2000).
Supportive management. This is the degree to which managers sincerely believe
that continuity of learning will improve the performance of their organization (Pearn et
al., 1995). Since it is often the managers who would support the learning processes, and
monitor the degree of learning, it is necessary for the managers to understand the reasons
behind promoting learning and to be onboard with the whole enterprise (Jankiram & Rao,
2010).
Transforming structures. This refers to existence of structures within an
organization that enable, facilitate, and support the learning that occurs between its
levels, units, and subdivisions (Pearn et al., 1995). These are not structures for learning,
but they enable learning or rapid change. As such, greater development or usage of these
structures helps create more innovation and personal growth within members of the
organization (Chawla & Renesch, 2006).
In addition to these six factors, learning organizations also benefit from effective
implementation of five principles: shared vision, mental models, personal mastery, team
learning, and system thinking (Senge, 1990).
Shared Vision. The purpose of a shared vision is to create a common
understanding and commitment amongst all people in the organization or group. This
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involves not simply giving a vision or goal, but building mutual understanding about the
direction of the group.
Mental Models. Mental models refer to the deep-seated beliefs, values, mind-sets,
and assumptions that determine how people think and behave. Enabling others in the
group to become aware of their mental models, share them with others, and clarify and
challenge their models and those of others is critical for building mutual understanding.
Personal Mastery. Personal mastery refers to how much a person knows about
him- or herself (i.e., self-awareness). Through increasing this personal understanding, the
quality of interactions and relationships among people in a group can be improved.
Team Learning. The purpose of team learning is the ability of individuals in a
group to think together as a single unit; sharing experience, insight, knowledge, and skills
with each other such that their interactions and the results of their work improves in
quality.
Systems Thinking. Systems thinking refers to a means of examining complex
situations and contexts in a different way. Rather than view things in terms of the objects
and the causal connections between them, systems thinking emphasises analyzing the
relationships between all components and understanding how these relationships result in
output or changes in the system. This facilitates identifying subtleties, influences, and
unintended consequences of various actions, plans, or policies undertaken by an
organization.
Leadership for Learning Organizations. Since enabling growth and adapting to
change are necessary for learning organizations, these organizations require a different
kind of leadership (Senge, 1990). In particular, a leader needs to develop three different
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kinds of characteristics: designer, having the ability to design the systems and processes
that enable the organization to create and promote growth (Senge, 2002); steward, having
the attitude of being a servant of others rather than seeing oneself as inherently superior
(Covey, 1990); and teacher, having the ability to mentor, educate, and guide others in
their development (Senge, 2002). The traditional approaches to leadership focus on the
structure of an organization, the individual instead of the system, and on reaching
immediate goals. None of these are that effective when it comes to a learning
organization (Senge, 1996); hence, these three characteristics are necessary for leaders of
a learning organization as they act to counter the traditional approach. Furthermore,
leaders need to develop the thinking and attitudes of the five disciplines identified above
(Senge, 1990; 2002). These five disciplines are meant to create a more practical direction
to the characteristics previously mentioned, so that leaders can act and think
appropriately.
Active Strategies for Learning
In a learning organization, different strategies could be taken to engage in
learning. When considering this topic in light of education, specifically when thinking
about a school as a learning organization, the strategies for learning that are used need to
advance both the goal of teaching (i.e., curricula goals) and personal growth (i.e., the
learning that occurs as part of a learning organization). One strategy that would be
worthwhile to examine then is active learning.
Active vs Passive Learning
Active learning uses various activities to engage students in higher-order thinking
tasks (e.g., analysis, evaluation, etc.), with the goal of having students achieve more than
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what is possible through passive learning (Fobes & Kaufman, 2008). Figure 2.12 below
compares the amount learned when using either passive or active learning techniques. For
example, a typical passive learning classroom could involve a lecture where students
write down what they hear and then have to repeat it back at some point later. In contrast,
an active learning classroom could involve a lecture but then students need to discuss
with each other the topics given in the lecture, and use that discussion to give a
presentation to their classmates. As can be seen from this simple example, active learning
techniques achieve higher learning outcomes but require more effort from both the
teachers and students.

Figure 2.12. Diagram showing amount learned through different learning techniques
(from Fobes & Kaufman, 2008).
When using active learning in a classroom, the teacher needs to be aware of the
students’ goals, interests, capabilities, and current activities and determine the appropriate
questions to ask, as well as techniques to use, for the next topic. This is analogous to
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certain leadership models (e.g., Goleman’s situational leadership) whereby the leader
needs to look at the circumstance and problem and determine the best leadership style or
method to use so that the current problem can be solved. For active learning, a teacher
can use effective questions, discussions, and thinking to determine the next steps to take
(Fusco, 2012). In doing so, the teacher attempts to answer various questions themselves
such as: What should the questions that I plan to ask require from the students? What
responses do I want to get? What should be the focus of the discussion that results from
these questions? How can the resulting discussion be limited to that focus? How can
thought and attention be directed to the appropriate topic? In other words, teachers should
be thinking about how to increase the depth and richness of thought of their students,
since this helps them to become better learners (Fusco, 2012). Some ways of increasing
the depth and richness of thought can include: students and teachers asking better
questions, having a diversity of viewpoints available (e.g., diversity of background,
culture, and/or opinions of students), and promoting a variety of opinions and positions
on a topic (Kustra & Potter, 2008). Open-ended questions tend to be more supportive of
active learning, since they can promote a variety of responses (Huinker & Freckmann,
2004). However, the teacher also needs to create an environment where a creative and
open style of thinking and questioning is even possible, since active learning tends to be
hindered otherwise (Senge, 1990).
An effective implementation of active learning may benefit from appropriately
using certain related theories: Bloom’s Taxonomy, Critical Pedagogy, Metacognition,
Problem-based Learning, and Collaborative Learning. Each theory is explained in detail
below.
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Bloom’s Taxonomy
Bloom’s Taxonomy (Bloom, Englehart, Furst, Hill, & Krathwohl, 1956;
Gronlund, 1991) is a commonly used method for organizing levels of expertise with
respect to different measurable student outcomes. The taxonomy was later revised, with
changes to some of the terminology to assist better understanding of the taxonomy itself
as well as the recognition that the taxonomy could be used for multiple domains:
cognitive or knowledge-based goals, psychomotor or skill-based goals, and affectivebased goals (Krathwohl, 2002). Since the ideas in Bloom’s taxonomy can be applied to
each of these domains, different taxonomies can be created where the level of expertise is
tied to different expressions within a specific domain (UNC, 2017). The taxonomies for
knowledge-, skill-, and affective-based goals are shown below in Tables 2.6, 2.7, and 2.8
(respectively). For each taxonomy the level of expertise is listed in order of increasing
complexity. Higher levels of expertise require more sophisticated means of measuring the
outcome (UNC, 2017). Similarly, the higher levels of expertise tend to be associated with
an active learning approach, in that teachers can use the taxonomy to determine the kind
of questions to ask that would create a more active-learning environment.
Bloom’s Taxonomy is useful in the context of active learning because of how it
allows instructors to identify the level of expertise and the activities appropriate for
reaching the desired level. Although an active learning approach requires engaging
students with techniques other than lecture-style presentations, these ‘active’ techniques
do not automatically means higher levels of expertise will be achieved. For example,
students could engage in a group study of some material and then need to give a
presentation as a group to their peers on the results of their study. However, their group
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study could only require a comprehension-level of knowledge-expertise; it depends on
what questions the students needed to explore as a group. Thus, knowing Bloom’s
Taxonomy can help someone use active learning to achieve a deeper level of learning.
Table 2.6.
Bloom’s taxonomy of educational objectives for knowledge-based goals (from UNC, 2017)
Level of Expertise

Description of Level

Example of Measurable Student Outcome

Knowledge

Recall or recognize terms, ideas,
procedure, theories, etc.

What is a learning organization?

Comprehension

Translate, interpret, or extrapolate
ideas, but not see larger implications
or transfer to other situations

How does a learning organization differ from
other organizations?

Application

Apply abstractions, general
principles, or methods to specific
concrete situations

What is one thing that would need to change for
an organization to become a learning
organization?

Analysis

Separate a complex idea into its parts For a learning organization to function, what is
and develop an understanding of the the relationship like between leaders and
organization and relationship
subordinates?
between those parts

Synthesis

Use multiple sources to integrate
complex ideas into a new and
meaningful concept, subject to the
given constraints

If a school was to become a learning
organization, is there anything special or
different that needs to be done? If so, what?

Evaluation

Make a judgment of ideas or
methods using external evidence or
self-selected criteria, substantiated
by observations or informed
rationalizations

To determine if your school is a learning
organization what are some things you would
need to measure?
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Table 2.7.
Bloom’s taxonomy of educational objectives for skills-based goals (from UNC, 2017)
Level of Expertise

Description of Level

Example of Measurable Student Outcome

Perception

Use sensory cues to guide actions

Using only observation, how can you tell if a
bicycle is safe to ride?

Set

Demonstrate a readiness to take
action to perform some task

Describe the steps you would take to start riding
a bicycle along a flat path.

Guided Response

Show knowledge of the steps
required to complete the task

Describe how your actions will move you and
the bicycle along the path.

Mechanism

Perform the task in a somewhat
confident, proficient, and habitual
manner

Ride the bicycle three times around a flat track.

Complex Overt
Response

Perform the task in a confident,
proficient, and habitual manner

Ride the bicycle three times around a bumpy and
uneven track.

Adaptation

Perform the task as above, but can
also modify actions to account for
new or problematic situations

Ride the bicycle from the school to a store, pick
up a dozen eggs, and bring them back to the
school.

Organization

Create new tasks that incorporate
previously learned ones

Describe what changes you need to make to your
daily routine to bike to and from school every
day.

Table 2.8.
Bloom’s taxonomy of educational objectives for affective goals (from UNC, 2017)
Level of Expertise

Description of Level

Example of Measurable Student Outcome

Reception

Demonstrate a willingness to
participate in the activity

When I'm in class I am attentive to the
instructor, take notes, etc. I do not browse the
Internet on my phone instead.

Response

Show interest in the objectives,
I participate in class discussions and ask
phenomena, or activity by seeking it questions when I think of something I do not
out or pursuing it for pleasure
understand.

Value

Internalize an appreciation for the
objectives, phenomena, or activity

I look for more information on the Internet
about the topics discussed in class.

Organization

Begin to compare different values,
and resolve conflicts between them
to form an internally consistent
value system

Some of the topics discussed conflict with how
I previously thought those ideas worked. What
I can do to resolve this conflict?

Characterization by a
Value or Value Complex

Adopt a long-term value system that I have put into practice some of the ideas
is "pervasive, consistent, and
learned in my class.
predictable"
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Critical Pedagogy
The next topic to consider for an active learning approach is critical pedagogy
(CP). CP is an approach to language learning and teaching that focuses on transforming
power relationships that are oppressive and/or lead to the oppression of a group of people
(Kincheloe, 2005). The goal is to humanize and empower learners, as Ira Shor describes
it:
Habits of thought, reading, writing, and speaking which go beneath surface
meaning, first impressions, dominant myths, official pronouncements, traditional
clichés, received wisdom, and mere opinions, to understand the deep meaning,
root causes, social context, ideology, and personal consequences of any action,
event, object, process, organization, experience, text, subject matter, policy, mass
media, or discourse (Shor, 1992, p. 129).
One of the primary purposes of CP then is to consider, examine, critique, and
challenge how schools affect the political and cultural life of students, such as by
analyzing and discussing the power that schools have over the thinking abilities and
attitudes of students (Darder, Torres, & Baltodano, 2002). Thus, teachers who use CP
need to recognize that they can empower and transform students, and also become
positive agents of change instead of continuing the same unequal power struggles that
they are trying to teach their students to overcome (McLaren, 1989). Thus, the main goal
of CP is to raise awareness of and work to prevent or fight against the discrimination,
domination, or oppression of a group of people (Gor, 2005).
The Brazilian educator and activist Paulo Freire described the role of education as
being completely connected to humanizing students so they become social agents of

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
106
positive change in the world (Freire, 1996). Since CP is most strongly associated with
Freire, this view of education is important for understanding the theoretical foundation of
CP. Freire viewed education as being intimately connected to political and power
struggles, which is different from the traditional perspectives of education that are
typically considered neutral in power struggles and disconnected from politics (Darder,
Torres, & Baltodano, 2002). However, many education researchers and practitioners who
have noticed inequalities and oppressive power relations within the education systems
have responded to such a situation by using, discussing, or promoting CP (KessingStyles, 2003). Another push for CP came as a reaction to the detachment of classrooms
from their historical and social circumstances. Before CP, some researchers (such as Hall,
1995) tried to promote focusing on the larger socio-historical and political forces within
the school, but this led to the approach of CP, which explicitly discusses and focuses on
those forces (Okazaki, 2005). Since CP must be direct in addressing the potential
political, social, and cultural influences of a school, the CP approach emphasizes
describing, legitimizing, and challenging the cultural experiences of the historical and
current social reality of the students in a way that students learn to criticize and adjust
their own social reality (Darder, Torres, & Baltodano, 2002).
The main techniques used in CP include presenting problems and questioning
issues in students’ lives, so that students learn to think critically about their own life
conditions, their attitudes and ideas, and can develop a sense of the steps needed to
improve their surrounding society (Gor, 2005). Often this means borrowing techniques
and ideas from media literacy, so that students can become aware of, sensitive to, and
capable of identifying representations of race, ethnicity, gender, sexuality, class, and
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approach helps students become better at identifying when people are trying to use media
(e.g., video, text, photos) to oppress, marginalize, or exert power over other groups; thus,
students can learn to avoid or fight against such oppression. In other words, CP helps
students see how audience, voice, power, and evaluation actively create particular
relationships -- between teachers and students, classrooms and communities, institutions
and society -- so that the relationships between knowledge, authority, and power become
more noticeable (Giroux, 1997). By analyzing media then, CP gives students the tools to
become empowered and able to resist manipulation and domination (Kellner, 2000).
Although CP is different than active learning, in many ways CP requires an active
learning approach. In a passive learning approach, students learn content through
listening to an instructor but are not required to debate, discuss, and critique the material
with each other as in active learning. If passive learning was used with CP, students
would learn how to identify power imbalances by repeating or agreeing with the
conclusions of the powerful figure in their group (i.e., the teacher). There is necessarily a
component of students asking questions, presenting their own personally-directed
research on a topic, and discussing a topic with others so as to arrive at a particular
group-discovered conclusion (instead of a teacher-provided conclusion); thus, an active
learning approach provides students with a means of realizing how they, as individuals,
can identify, understand, and challenge power relationships in a way that passive learning
cannot.
Furthermore, CP takes the perspective that students should be learning about
differences in how groups of people are treated, and what possible solutions could be.
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considerate of various background and opinions, and seek to collaborate. In other words,
CP may be useful for a model of education in a globalized society.
Metacognition
In the context of learning, metacognition refers to a higher-order thinking function
that actively controls the cognitive processes that are involved in learning (Livingston,
1997). This includes activities such as planning a solution to some problem, monitoring
comprehension of some material, and evaluating the level of completion of some task.
Metacognition enables success in learning and is associated with intelligence (e.g.,
Borkowski, Carr, & Pressley, 1987; Sternberg, 1986). However, the term metacognition
is ambiguous because several different terms have been used to describe the same
underlying phenomenon or some aspect of it (e.g., executive control, meta-memory, selfregulation) and the act of reflecting on our cognitive experiences has been examined,
discussed, and analyzed for centuries (Livingston, 1997). Despite the differences between
the terms and definitions, there is a common description of metacognition involving
executive processes to oversee, manage, and regulate cognitive processes (e.g., Van ZileTamsen, 1996).
Metacognition is often associated with the work of Flavell (1979), who describes
it both in terms of metacognitive knowledge and metacognitive regulation (Flavell, 1979;
1987). Metacognitive knowledge refers to the knowledge gained about cognitive
processes that can be used to control them. Flavell divides this knowledge into three
categories: person variables, task variables, and strategy variables (Flavell, 1979).
Knowledge of person variables includes how people learn and process information, and

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
109
what we know about our own methods for learning (Flavell, 1979). Knowledge of task
variables includes details of a task and what must be done to perform that task (Flavell,
1979). Knowledge of strategy variables includes details about possible cognitive and
metacognitive strategies that could be employed (Flavell, 1979). Metacognitive
regulation refers to strategies (sequential processes) that are used to control or manage
cognitive activities and determine whether a cognitive goal has been met (Brown, 1987).
For instance, if the cognitive goal is to identify certain key topics in a text, various
strategies could be used to do the identifying and such strategies would be considered
cognitive and not metacognitive strategies. However, to determine whether all of the
topics were identified, and if the topics had been identified correctly, metacognitive
strategies (such as self-questioning or self-reflection) would then be used.
Students who use metacognition, especially when trained in how to use
metacognitive strategies, tend to be more successful in their learning and benefit more
from instruction (Garner, 1990; Van Zile-Tamsen, 1996). Although there are various
ways to train students in metacognitive strategies, the most effective approaches involve
providing metacognitive knowledge and opportunities to practice metacognitive
strategies such that they can evaluate the effectiveness of their approach and change as
necessary (Livingston, 1996). Since individuals’ metacognitive capabilities can be
improved through proper instruction, and metacognition not only improves learning but
also facilitates self-reflection, its use and promotion in an educational setting is consistent
with an active learning approach, critical pedagogy, and the attitudes associated with a
learning organization. As such, the presence of metacognition in a school, and its
promotion by principals and teachers, and its usage by all members of the school would is
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something important to measure as it is one indicator of the quality of active learning and
learning organization leadership.
Theorizing a global model
Bearing in mind the foregoing literature, some possibilities for a model of
educational leadership for a global society can be considered. As mentioned in Chapter
One, a global society is characterized by a high diversity of individuals and groups and a
high degree of interconnectedness. Within such a society there may be a high risk of
conflict resulting from differing and potentially contradictory goals, ideas, and resources.
As such, any educational model for a global society needs to provide support for mutual
understanding, cooperation, and conflict resolution; this is because those attitudes and
skills would be critical for both succeeding in a global society as well as ensuring such a
society can thrive. Thus, a starting point for a global education model is to examine the
various theories discussed in this chapter and see which are the most appropriate for
supporting mutual understanding, cooperation, and conflict resolution. Again, the
theories will be considered in terms of the same three dimensions: leadership styles,
organizational structure, and approach to learning.
In terms of leadership styles, the first style that is important to consider is
transformational leadership as compared to transactional leadership. Since the
transformational leadership style is meant to empower individuals, this involves mutual
understanding. Teachers need to understand their students, so as to empower them, but
students also need to learn how to understand themselves. This style was also more
effective than transactional leadership for solving complex problems, which is also
beneficial for conflict resolution. The second style that is important to consider is the
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Tannenbaum and Schmidt leadership continuum. The continuum measures the degree of
authority delegation, and when decision making is distributed it requires mutual
understanding, cooperation, and conflict resolution in order to be successful. Thus, a
higher level (five, six, or seven) on the Tannenbaum and Schmidt continuum would be
more appropriate for a global model since those levels involve higher degrees of
distributed decision making.
In terms of organizational structure, the first topic to consider is whether the
structure is vertical or horizontal. A horizontal structure involves more distribution of
decision making, teamwork, and cooperation than a vertical structure; thus, a horizontal
structure would be more appropriate for a global society. Another significant topic to
consider is the degree to which an organization is a learning organization. A learning
organization empowers individuals, and supports cooperation and teamwork, and
facilitates the organization’s ability to adapt to new situations, all of which are important
for proper functioning in a global society. As mentioned, the degree to which an
organization is a learning organization can be measured through the INVEST framework.
Thus, developing the leaders in a school so that they rank more highly on the six
INVEST dimensions would be more consistent with the needs for a global society.
In terms of approach to learning, using active learning is likely the most
appropriate. It empowers individuals, helps them work in teams, and also encourages
deeper reflection and understanding of material. Working in teams facilitates mutual
understanding in that students learn more about others. Likewise, deeper reflection on
material allows students to better understand themselves, and thus have more information
available to share with others when building mutual understanding. Thus, active learning
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could be measured in terms of whether students practice teamwork, cooperation, sharing
of ideas (such as through brainstorming), and reflection (such as through metacognition).
Additionally, critical pedagogy is an important topic to consider. Conflict resolution and
mutual understanding can be improved through a critical approach, whereby students are
exposed to many differing (and often conflicting) viewpoints that they must examine and
compare. In other words, students learn and become more comfortable with sharing,
examining, and critiquing ideas and this may lead to better conflict resolution and mutual
understanding.
In total then, it seems that an educational leadership model for a global society
needs to have the following components: transformational leadership style, a score of at
least five out of seven on the Tannenbaum and Schmidt leadership continuum, a more
horizontal than vertical organizational structure, a score of at least seven out of nine on
the INVEST dimensions (i.e., a high degree of learning organization), and an active
learning approach with critical pedagogy.
However, this model is only a theoretical one. It is quite possible that leaders
within schools are already engaged in such practices, or are performing something more
appropriate to a global society than what has been examined in the literature.
Furthermore, the Leadership by Islam approach has been considered less appropriate for
a global model, but this may be due to how it has been conceptualized in the literature.
This approach also needs to be explored more fully in practice, to see how it compares to
the theorized model. Therefore, in Chapter Three, various practical situations will be
explored to determine whether new ideas for a global model can be adapted in varying
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contexts, whether the global model as theorized here is already being practiced, and the
challenges the theorized model may face.
Summary
Chapter Two focused on four main subjects: theories on leadership (e.g., modern
leadership theories such as Maslow’s Hierarchy of Needs, postmodern leadership theories
such as Contingency Theory, and Leadership by Islam), theories on organizational
structure (particularly Learning Organizations), theories on approaches for learning (e.g.,
active and passive learning, Bloom’s taxonomy, critical pedagogy), and a potential model
for global educational leadership. The first three subjects form the conceptual foundation
for the leadership model. The particular theories that were used for the potential model
were empirically explored, with the methodology for this exploration presented in
Chapter Three, the results are presented in Chapter Four, and analysis of these results is
presented in Chapters Five and Six.
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Chapter Three: Methodology
In this chapter, I will describe and discuss the methodology for empirically
exploring the theorized global education leadership model. A research method is a
specific and detailed procedure for addressing research questions. Very broadly,
empirical research methods can be grouped into qualitative and quantitative approaches.
Qualitative approaches to research focus on observations and subjective expressions, and
tend to be used for in-depth understanding of human behaviour and the possible
intentions involved (Mariampolski, 2001; Pawlyn & Carnaby, 2009). In contrast,
quantitative approaches handle data that can be reliably and easily quantified, such that
the measuring, collecting, and analyzing of data is a strong focus (Green, 2001). For this
research topic, a qualitative approach is more appropriate; it is necessary to understand
why people have made certain decisions and their reasoning behind them, even if their
reasoning is flawed, and it is more likely that this understanding can be obtained through
qualitative methods.
In the area of qualitative research though there are many different approaches. For
this research, I will be using a Case Study approach. Other approaches that could be
related to Educational Leadership include: Phenomenology, Grounded Theory, Action
research, Narrative approach, and Case Studies. Each of these approaches is described
below. Although there are other approaches in qualitative research (e.g., Ethnography,
Collaborative approaches, Art-Based research) these will not be discussed here as they
are unlikely to be useful for my research. After each approach has been explained I will
discuss the relative merits of each and present a rationale for why Case Study is the most
appropriate and relevant methodology for my research. After this discussion on
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methodological approaches, I will present the methodology details for the study that was
conducted for this research.
Rationale for Qualitative Research
This research is qualitative in nature, with an exploratory research purpose. In
other words, the purpose of this research is to examine available data to identify themes
and, following from that, to create some new ideas regarding leadership in education in a
global context and to better understand some factors surrounding this topic. Exploratory
research is quite appropriate when existing theories are inadequate for a given context
(Yin, 2013), as appears to be the case for this research. Furthermore, an idiographic
approach is taken for this research; this approach is intended for understanding the
meaning of individual phenomenon instead of generalizing specific events to a broader
law or theory (Haynes & O'Brien, 2003). Although the ultimate goal of this research is to
suggest a model for educational leadership in a global context, the data that were
collected were not meant to create that model, but rather was meant to provide cases that
exposed the relevance and need for a global educational leadership model. As such, the
data was meant to help understand the existing circumstances of leadership in various
schools, since that understanding can inform and guide future research on leadership
styles and organizational structures for education in a global context.
This research is also taking the approach of interpretivism, or antipositivism, in
which the object of study is studied from the inside (Heshusius & Ballard, 1996). A
major aim of my research is to understand the intentions, motivations, and desires of
school-based individuals, as well as how they perceive others in the same school. None of
these data are ‘correct’ or reflect some universal truth about nature; rather these data
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simply reflect the current state of one context (a single school and certain individuals in
that school) from the perspective of the interview questions that were asked. As such, an
interpretivist approach is the best one to handle this research goal. In other words, my
research attempts to understand the state of a school and some of its inhabitants from the
perspective of being in the school, rather than from the perspective of an outsider
attempting to construct a picture of what the school might be like. It is important for this
research to develop an understanding of what the subjects think about themselves, others
they work with, and their environment. The important aspect is not what these people and
the environment is like but rather what the subjects think of them. The only way to
reliably gather such data is to do so from the ‘inside’ perspective. Furthermore, what the
subjects think of the context is important because one major aspect of a learning
organization is empowering individuals to learn, act, and make decisions in a selfdirected manner (instead of other-directed, where actions are done solely because
someone else told them to do so). What the subjects talk about, what they see as
important, and how they perceive their relationships with each other will express how
much they are empowered and what they have been empowered to do. Again, this can
only be gathered from an insider interpretivist perspective, and not from mere
observation and categorization of certain behaviours.
Possible Qualitative Methodologies
In this section, several approaches to qualitative research will be described.
Although I have chosen to use the Case Study approach, it is important to consider some
of the alternatives in order to understand why the Case Study approach was chosen. An
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explicit rationale for choosing the Case Study approach is given toward the end of this
chapter.
Phenomenology
Savin-Baden & Major (2013) described phenomenology as the study of the world
that humans experience pre-reflectively (i.e., what humans experience before they
categorize and conceptualize it). This research approach is derived from Husserl’s
philosophy of phenomenology (Husserl, 1907/1964). As a research approach, the main
goal is to determine the common, underlying experience of participants (Creswell, 2007)
so as to find the universal or essential phenomenon experienced. Owen described this as
follows:
Phenomenology is primarily a study of essences (definitive reflective acts) and
the meanings of exemplary cases, to find the possibilities for objective thought.
Seeing essence is primarily about attending to the sensual experience of that
which appears. Secondarily it involves naming the definitive whatness of any
object, and hence, is about the categories for naming. For instance, sciences are
built on the essences, categories and boundaries they draw up, which define
legitimate academic discourse. (1994, p. 19)
Since the phenomenon being researched is typically a concept, such as love or justice or
beauty, it can be investigated in both its outward and inward form (Savin-Baden &
Major, 2013). Outwardly a phenomenon can be expressed in objects and actions, while
inwardly it can be expressed in thoughts, images, and feelings.
Phenomenology - Data Collection. Phenomenology is flexible, in that it can be
used across a variety of disciplines, fields, and topics (Savin-Baden & Major, 2013).
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removes the data from the perspectives of the participants and the underlying experience
itself; this is contrary to a phenomenological approach, for which the participant’s
experience is central (Savin-Baden & Major, 2013). The main way by which this
experience is captured is through an unstructured interview. According to Seidman, this
interview:
provides access to the context of people’s behaviour and thereby provides a way
for researchers to understand the meaning of that behaviour. A basic assumption
in in-depth interviewing research is that the meaning people make of their
experience affects the way they carry out that experience […] Interviewing allows
us to put behaviour in context and provides access to understanding their action.
(1998, p. 4)
Grounded Theory
Grounded theory is a systematic methodology for constructing theories given only
the unprocessed data (Savin-Baden & Major, 2013). In other words, this approach
attempts to make sense of the data without an initial question, topic, concept, or theory in
mind. Hence, it is a methodology for understanding social phenomena in a way that is not
explicitly developed with existing theories or paradigms (Engward, 2013). Similarly,
grounded theory is very well suited for exploratory research, in which a researcher is
investigating a new topic or an existing topic from a new perspective (Milliken, 2010).
One potential problem with grounded theory is that it obscures the researcher’s role in
data collection and interpretation, incorrectly assuming that the researcher is separate
from the research results (Bryant & Charmaz, 2007). To handle this, researchers need to
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concept they want to find in the data (Savin-Baden & Major, 2013).
Grounded Theory - Data Collection. Given the need for a careful starting point in
gathering and analyzing data, grounded theory researchers tend to place a lot of emphasis
on being ethical and rigorously transparent (Savin-Baden & Major, 2013). Data is
frequently gathered through observation, formal and informal interviews, and focus
groups. However, this data can be combined with material from a variety of other sources
(e.g., research papers, blog posts, discussion boards) since all of it could be considered
data from which a theory can be derived. Once data is collected, the researcher reviews
the data frequently until repeated common ideas and concepts become apparent; these
common ideas are then tagged with codes, which are then grouped, categorized, and
recategorized as the researcher continues repeatedly reviewing the data (Savin-Baden &
Major, 2013). The final resulting set of categories forms the foundation for the new
theory that has emerged from the data.
Action Research
Action research emphasizes the need for research to be focused or centered on a
particular issue or cause; research is then conducted to resolve that issue, such that
whatever results from the research will be put into action (Savin-Baden & Major, 2013).
In other words, this is research conducted while engaged in action for solving a known
problem. Although this research methodology could be quantitative in nature, SavinBaden and Major (2013) describe it as a method for qualitative research. McKernan
(1996) argued that this approach has a long history within education, going back to early
researchers of the nineteenth century (e.g., Bain, 1897; Buckingham, 1876). When

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
120
engaging in action research, there is a common seven-step process to perform: select a
focus, clarify theories, identify research questions, collect data, analyze data, report
results, and take informed action (Savin-Baden & Major, 2013). This process is meant to
be cyclical, since it may take several attempts to properly solve the given problem. Since
the researcher is likely part of another group who are actively working to solve the
problem (i.e., practitioners and other researchers are likely working together), there is a
strong need for communication and consistency of vision between all members of the
group (Savin-Baden & Major, 2013).
Action Research - Data Collection. Since action research is based on cycles of
data collection, analysis, action, and reflection the actual data collection methods used
tend to be flexible and emerge more naturally from the overall process (Savin-Baden &
Major, 2013). Particular methods, and the type of data to collect, will vary depending on
the specific problem to solve and the people involved in the overall process. Lewin
(1946) provided an early model for how to design an action research study, and others
have tried to produce their own. For instance, Elliott (1991) developed a model for
collecting data that emphasizes performance improvement and professional development
instead of the characteristics of stakeholders.
Narrative Inquiry
Schwandt (2007) described the narrative approach as the study of the activities
involved in generating and analyzing stories of life experiences and reporting that kind of
research. In other words, it is the systematic gathering, analysis, and representation of
people’s stories from their own perspective (Etherington, 2013). However, it is also an
umbrella term, meant to include the personal and human component of experiences as
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well as consider the relationships between individual experience and cultural context
(Clandinin & Connelly, 2000). The goal of narrative inquiry is to explore the personal
experiences of others (Blumenfeld-Jones, 1995), so that the full complexity of situations - including the emotions, beliefs, values, and motivations of participants -- can be
properly examined (Hatch & Wisniewski, 2002). The stories that are gathered are treated
as knowledge, in the sense that they constitute the ‘social reality of the narrator’
(Etherington, 2004, p. 81) and provide researchers with some understanding of the depth,
complexity, and richness of people’s experience in their own words (Etherington, 2013).
These data are thus clearly contextually situated, transient, partial, provisional, and
characterized by multiple voices, perspectives, and meanings (Etherington, 2013). Thus,
it should be clear that narrative inquiry takes a social constructivist and postmodernist
approach to research, and is focused on the patterns present in a person’s life and their
own understanding, values, and beliefs about the world. However, narrative inquiry is
also varied depending on the philosophical position taken. Researchers could focus on the
content of stories, so as to understand the world outside the mind of the interviewee, or
they could focus on the meaning of the stories, so as to understand the interviewee’s
perspective on the world (Polkinghorne, 1995).
Narrative Inquiry - Data collection. In the narrative approach, the data being
collected are personal stories. These stories can be collected in a variety of ways,
including: journals and diaries, letters, field notes (observation), interviews, photos, and
video (Leggo, 2008). As part of gathering stories, researchers clearly indicate their own
role in the process. For instance, great researchers may include the questions asked of
participants, their own comments in response to something a participant said, and the
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(Etherington, 2013). The analysis of the data occurs throughout the process of gathering
data, such that both collection and analysis are part of the same overall co-creation of
meaning (Gehart, Tarragona, & Bava, 2007). It is ‘co-created’ because, although
researchers are not trying to interpret the stories of participants in light of some ‘grand
narrative’ they will nevertheless interpret the stories in light of their own understanding
so that they can determine which questions to ask to further the discussion.
Case Study
There is currently no agreed-upon or comprehensive definition of a case study.
Simmsons (1996) defined a case study as a selection of epistemological methods. Stake
(as cited in Haas, 2004) defined it as a selection of subjects for study. In the disciplines of
law, medicine, and management a case study is merely an example of how to solve a
problem instead of a method for empirical investigation (Gomm, Hammersley, & Foster,
2002). A case study could also mean research that is conducted within a bounded system,
but some phenomena can have unclear spatial and temporal boundaries (Atkinson &
Delamount, 1995). Despite these differences, there is some consensus regarding
particular or important characteristics of case studies. One agreed upon important
characteristic of a case study is that it focuses on a particular case or context, and not
some population sample from which more generalized results could be obtained (Yin,
2008).
Case studies have several advantages. First, it is the best method for examining
and determining special or unique characteristics of people and groups (Simmsons,
1996). Since other methods attempt to find more representative samples, non-
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representative groups are best understood through a case study. A second advantage is
that it is a method for discovering new areas of research (Platt, 1998). This is due to the
richness of data that can be collected and the depth of analysis that can be conducted;
both can provoke many questions, each of which could become the topic of further
research. Another related advantage is that it produces new ideas to push research further
(Eishenhardt, 2002). Just as a case study could identify some new topic of exploration, it
can also identify some aspect of existing research that has not been explored yet.
The main disadvantage of case studies is that they are not generalizable. Since the
study is limited to one context, and often a non-representative one, the results may not be
generalizable to other contexts or population samples. Some researchers argue that this
disadvantage is acceptable, since the purpose of a case study is to provide depth of detail
and not holistic results (Lincoln & Guba 2002; Stake 1995; Stake 1994). Others argue
that case study results can generalize to theoretical statements, not populations, and such
generalizations are created through inference and comparative analysis (Gomm, et al.,
2002; Yin, 2008).
Case Study - Data Collection. Some of the more popular methods of collecting
data for a case study include: interview, concentrated collective discussion, participatory
and non-participatory observation, and recording of sound and/or video (Haas, 2004).
Multiple methods may be used, and which methods are chosen depends on the purpose of
the particular study. However, the data is more useful and valid when its collection
involves: triangulation, a case-study database, and a rational chain of documents and
witnesses (Haas, 2004). Triangulation means using multiple resources to create
convergence (Yin, 2008). As more resources point to a common understanding or
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multiple methods of data collection (i.e., comparing different means of exploring the
same case), or multiple case studies (i.e., comparing different cases or contexts using the
same means). Case-study database means an official database (i.e., central location) in
which all the data can be stored, documented, annotated, and organized (Patton, 2002).
Having the data in one location helps identify what was collected (as compared to how it
was interpreted) and enables others to review the data. Rational chain of witnesses means
that there is an organized structure and logical connections between the questions,
collected data, processed data, and overall results. This provides readers with a clear
connection of the steps that were taken in the study, facilitating greater understanding and
protecting against attacks on the study due to misunderstanding.
Chosen Methodology
For my research, the case study approach was used. In this section I discuss some
reasons why this methodology was chosen, and some pragmatic issues that needed to be
resolved when conducting the research.
Rationale
Case studies are appropriate for exploring complex contemporary social
phenomena with behaviours that would be impossible to manipulate in a laboratory.
Since the research topic required access to that kind of data, it made sense to use case
studies. Likewise, Yin (2008) mentioned that a case study is the best method for studying
events or contexts that are: contemporary, complex, rich or deep in data, and difficult or
impossible to duplicate in a laboratory setting. All of these criteria apply to this research.
When considering the other methods described above, they are less appropriate
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for this research than a case study. Phenomenology focuses on the underlying experience
of the participant to find the universal phenomenon that has occurred. This level of detail
is unnecessary, particularly given the wide range of expected experiences. When
participants are in different contexts (e.g., different countries, different schools, principals
or teachers, etc.) the details of those contexts may be quite relevant to understanding the
necessary leadership style. Although phenomenology does not reject context, it also does
not consider context in the same way as a case study. Likewise, grounded theory is not
appropriate because it does not work when there is a particular topic or question in mind
to answer. In the case of this research, there is a very specific question in mind about
educational leadership; grounded theory cannot be used when we have a particular
question to answer.
Action research is also not appropriate for this research since it is focused on a
particular issue or problem to solve through action. In my research I am attempting to
understand the surrounding circumstances and attitudes of various individuals, and such
an exploration is too vague of a problem for action research. Just as this research topic is
too narrow for grounded theory, it is also too broad for action research. Finally, the
narrative approach is not appropriate because it emphasizes the life stories of individuals
and circumstances. Although such information could be useful for this research, that level
of detail is not necessary; narrative information is only relevant for this research in so far
as it helps to describe the context and possible obstacles that leaders face in their
circumstances. That information is already obtained through a case study, and the
additional depth that would be gathered from using a narrative approach is unnecessary.
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Pragmatic Issues
Multiple case studies provide greater comparative depth (Yin, 2008). Since this is
desirable, given the emphasis on comparing Western and Islamic countries, a multiple
case study approach was taken. Three countries were studied: Canada, Turkey, and Iran.
Each country provided a different religious-political outlook--Canada is predominantly
secular, Turkey and Iran are predominantly Muslim (Sunni and Shiah, respectively)--and
differed in the degree and depth of how vertical their political system’s organizational
structure is. Thus, the Canadian case study is a case study of Western leadership, while
the Turkish and Iranian ones are case studies of different kinds of Islamic leadership.
Although other countries could provide similar perspectives, these countries were chosen
for the ease in which I could conduct this research (see the section on Participants below).
Within each country, one public school was studied (three schools in total). This
research focused on public schools instead of private schools for two reasons. First,
public schools are more representative of the general population (i.e., the lower socioeconomic classes) as most people (regardless of the country being studied in this
research) do not attend private schools. Thus, the leadership styles used in the public
school system has the largest effect (i.e., influences the largest amount of the population
in a way that does not require decentralization of education to each individual’s home).
Second, the close connection between the public school system and the ruling
government of a country means that the government can strongly influence various
aspects of the public school system (e.g., curriculum, administrative and organizational
structure, salaries, etc.). Hence, it is more likely that the influence of the ruling
government will be seen in the public school system than in the private school system.
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Since I am investigating countries that differ in the religious-political orientation of their
respective governments, it is much easier to explore how these orientations play out in
education by focusing on the public school system. While it is quite possible that a
private school in one or more countries may have a leadership style appropriate for a
global society, gathering such information will not help to identify potential barriers to
using that style within the public school system. Future studies may be conducted that
focus on private schools to explore different leadership styles.
Research Questions
The general goal of this research was to identify a model for educational
leadership that is appropriate for a global society. This was done through exploring three
interrelated dimensions of educational leadership, in theory and as practiced in the three
case studies. These dimensions are: Leadership Style (e.g., transformational or
transactional leadership; democratic or authoritarian), Organizational Structure (e.g.,
vertical vs horizontal; learning organization), and Approach to Learning (e.g., active,
passive, or traditional). These dimensions are interrelated in that the state of one is likely
to influence the others. For example, if a teacher prefers a transformational leadership
style or an active learning strategy, but the organizational structure is not designed for
this, then the teacher may be hindered from realizing the benefits of that style or strategy
(see Cruz-Cunha, 2010). Thus, for each case study the general goal was to investigate
how these three dimensions of educational leadership were practiced within the school,
and to gain a sense of any potential barriers to changing this leadership.
These three dimensions find their expression in some of the research questions
presented in Chapter One. Now that the theoretical foundations of this research has been
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presented, the seven research questions can be restated and examined in terms of their
theoretical source, relationship to the three aforementioned dimensions, and relationship
to the goal of this research. The specific research questions being explored were:
1. What leadership styles are used in the public education systems of the studied
countries? (i.e., are the school leaders using a transactional or transformational
leadership style?)
2. To what degree are these leadership styles authoritative or cooperative, as measured
by the Tannenbaum and Schmidt model (Tannenbaum & Schmidt, 1973)?
3. Are the organizational and educational structures of the education systems of the
studied countries more vertical (i.e., top-down or hierarchical) or horizontal (i.e.,
team-based) in nature?
4. To what degree are the schools in the studied countries learning organizations, as
measured by the INVEST model (Pearn et al., 1995)?
5. What approaches to learning are in use? (e.g., do the methods encourage personal
growth? Do they instead encourage conformity? Or adapting to change? etc.)
6. If a school is using a leadership style, organizational structure, or approach to
learning that is maladaptive for a global society (e.g., the style promotes inherent
superiority of one group over another, or highly centralized decision-making, or
uncritical conformity to one group’s ideology) then what are some factors that could
prevent or delay changing to a more adaptive style?
7. What could be an appropriate model for educational leadership for a global society?
(i.e., what leadership style, organizational structure, and approach to learning could
work best for education in a global society)
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Research questions 1 and 2 address the leadership style dimension, questions 3 and 4
address the organization structure dimension, and question 5 addresses the approach to
learning dimension. In particular, RQ1 looks at whether teachers and principals are
following a transformational or transactional leadership style (Lussier & Achua, 2015), or
one of the other theories discussed in the literature review. RQ2 looks at what level
teachers and principals lie along the Tannenbaum and Schmidt leadership continuum
(Tannenbaum & Schmidt, 1973). RQ3 looks at the structure and type of organization
used in the school (horizontal, vertical), while RQ4 uses the Learning Organization
theory (Senge, 1990) and the INVEST model to measure it (Pearn et al., 1995). RQ5
examines whether the teachers understand, approve of, and use active strategies for
learning (active learning, metacognition, critical pedagogy, etc.) and whether the
principals are in agreement. RQ6 examines areas that might be seen as challenges to the
proposed educational leadership model for a global society, which is the purpose of RQ7.
If there are specific items that come up in a case study that might make adopting a more
global model difficult, but these items are not captured in the other research questions,
then RQ6 was needed to ensure miscellaneous factors could at least be identified. Figure
3.1 below illustrates how these questions are interrelated and connected to the ultimate
goal (RQ7) of this thesis.
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Figure 3.1. Illustration of the relationships between the goal and dimensions of the
research, research questions, theoretical foundation, and study instruments.
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Instruments were created to qualitatively answer each question (see Data
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Collection below). To create triangulation within each case study, the perspectives of
several kinds of stakeholders were explored (i.e., the research questions were explored
from the perspective of students, teachers, and principals). Using multiple case studies
provided triangulation across various contexts, as suggested by Yin (2008).
Data Collection
Given that the chosen methodology is a case study, one very effective means for
collecting data in this methodology is conducting interviews with participants (Yin,
2008). An interview involves talking with a participant about one or more topics.
Interviewing is a common research technique, and is most appropriate for trying to
understand the perspective of an individual. Interviews have a varied degree of formality,
with informal being one end and formal being the other end of the spectrum. In formal
interviews, the interviewer asks specific questions, and there is no deviation from these
questions (McKenzie, 2014). In informal interviews, the interviewer uses questions to
guide discussion, but often asks follow-up questions that were not originally planned, or
changes the order of questions to make the discussion more natural (McKenzie, 2014).
Therefore, the main data collection method for this study was interviewing. Both
formal and informal interviews were conducted. For all participants a formal interview
was conducted, with the questions listed in Appendix A. The formal interviews were
conducted to ensure consistency between participants and to ensure that the data being
collected was directly pertinent to the research instruments. For some of the participants
an informal interview was also conducted; this involved a short discussion with them
about the purpose of this study, the state of their school, and their expectations for the
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comfortable for the formal interview and allowed some of the formal interview questions
to be asked in an indirect way, since it was believed that participants might be more
willing to talk about a particular topic indirectly than directly. Some demographic
information was also gathered from participants (e.g., age, gender). The formal interview
questions were derived from the various theories previously mentioned (see Figure 3.1),
with a stronger emphasis on the INVEST model because of similar or overlapping
questions. For instance, asking questions about the Enhanced Learning dimension of
INVEST was related to questions about active learning and transformational leadership.
In all of the interviews, I did not give participants a copy of the questions beforehand;
their first exposure to the questions was from my interview34. Since the data gathered
were interview responses from participants, the primary source of data for this research
was self-reports.
Participants
At each school, three categories of participants were interviewed: students,
teachers, and principals. While family members would have been desirable to interview,
they were not interviewed since it was thought that they might pose too great of a
challenge with regard to consistently including them in each case study. Within each
country, five participants were interviewed: two students, two teachers, and one principal.
Thus, the total number of participants in this study was 15. However, the school in
Turkey to which I was directed for the interview was clearly a biased one (as explained in
the procedure below). Thus, I also interviewed two more teachers and two more students
34

Although the Turkish school board wanted a copy of the interview questions, I had no indication that
they told anyone at the Turkish school about these questions.
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in a different Turkish school. The results of this separate interview are referred to in
Chapter Five as “Informal Turkey Interview.” Whenever results from the Turkish case
study are mentioned, it does not refer to this informal interview unless explicitly stated as
such.
The comfort of participants can be particularly important when they come from a
society where speaking openly outside of immediate family or very trusted individuals is
uncommon, whether this is from cultural practices (e.g., women are not allowed to talk to
men), or from fear of negative treatment by others. Due to my background and
experiences, there are several reasons why it was potentially easier for me than other
researchers to interview participants in these countries. First, I was born and grew up in
Iran, I speak Farsi, and have worked in the Iranian education system. This enabled me to
more easily connect with and interview others in the Iranian education system, and my
knowledge of the local customs facilitated more natural interviews. Second, I have lived
in Canada for many years and am fluent in English. Although Canadians were generally
more open to this research than Turkish or Iranian participants, it was still easier for
Canadians to share their ideas with someone who spoke English and was familiar with
the way Canadians act and speak. Third, my first language is Turkish and I am aware of
many customs of the Turkish people. This led to more natural interviews with people in
Turkey. Thus, in all three of the countries in which this study was conducted, I was able
to provide a comfortable interview setting, and was familiar with each of their prevailing
political ideologies, as well as local customs and tradition.
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Procedure
First, this study was reviewed and approved by the Research Ethics Board at the
University of Windsor. Forms describing this study were then given to school boards in
the three countries (Canada, Iran, and Turkey). The purpose of these forms was to
describe the study to school board administrators, seek their approval to engage with their
employees, and have them advertise the study to their respective schools. In Canada, the
Greater Essex County District School Board (GECDSB) was invited to participate. In
Iran, an invitation to participate was forwarded to the school board for territory 1: Tabriz,
the capital of the East Azerbaijan Province. In Turkey, I contacted the central authority
for education, the İSTANBUL İL MİLLÎ EĞİTİM MÜDÜRLÜĞÜ, for permission to
conduct the study.
In the Canadian and Iranian case studies, permission to conduct the interviews
was granted by the respective school boards but no specific school was suggested or
required. However, I was required to send each school board the names of all participants
for their records. For Canada and Iran, I sent emails to the principals of specific schools
within the chosen school board to solicit participation as per the school board’s
recommendation. From those who responded, one school in Canada and one in Iran were
chosen for the interview. In the Turkish case study, I was required to give the central
authority of education a translation of all the questions that would be asked and a
summary of the research proposal. When they approved the study, they directed me to a
specific school to conduct the interview. Although a public school, in the sense that it
was publically funded, registration in this school is highly restricted and competitive. As
such, it was not representative of an average or typical secondary school but rather an

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
135
elite public school. Even if there was little difference in the quality of education, the
perception that participants were associated with an elite school as opposed to a typical
school could be problematic with regard to drawing conclusions from the data. For the
Canadian and Iran case studies I tried to use a school that was ‘normal’ or typical for the
area in which the study was conducted. If the Turkish school was too atypical, relative to
the average within the Istanbul province, then comparing the case studies may say more
about local variation than cross-cultural variation. Although I contacted this school and
conducted the interview there, I also contacted another school whose teachers I knew to
conduct a second set of informal interviews. The second school was meant to provide
balance in the Turkish case study in the event that the first school was very atypical.
Once a school principal agreed to participate in the study, other participants
(teachers and students) were recruited by email. This also allowed me to arrange a time
and place to conduct the interviews. The interviews were conducted in person, in a oneon-one manner, in a quiet area easily accessible to the interviewee (typically, it was in a
room in their school). Participants were first given a letter of information that described
the study in more detail (though they had been given this already with initial contact). If
participants had any questions about the study, they were able to ask them here and the
researcher would answer those questions; there was no time limit for this. After all
questions (if any) had been answered, participants were asked to sign a consent form. Part
of the consent form also asked for consent to audio-record the interview.
After consent was obtained, the interview itself began. The interviews lasted from
35 to 60 minutes. A semi-structured format was used: participants were asked the
questions listed in Appendix A, but occasionally I would ask follow-up questions for
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transcribed in whatever language the interview occurred, while the interviews in Turkey
were not audio-recorded and hand-written notes were taken instead. After transcription,
the interviews were translated to English (if necessary), categorized according to type of
participant (i.e., whether student, principal, or teacher) and then analyzed. The interview
responses were kept confidential to the primary researcher. In order to protect the
anonymity of the interviewees with regard to those reading the results, the responses were
assigned random ID numbers. Audio recordings were destroyed after transcription.
Participants were reminded prior to obtaining their consent that they could skip any
question they did not want to answer.
Analysis of interview data
Since the data was qualitative in nature, and limited to the particular cases, a
particular method of analysis was chosen. Regardless of the particular method used, Yin
(2008) mentions four major principles for the context surrounding conducting and
reporting on the analysis. The first principle is that the analysis should rely on the
relevant evidence. When conducting the analysis, it should be clear to the researcher how
it is based on the collected data. When the results are reported, it should also be clear to
the reader how the results are based on the data. The second principle is to include major
rival interpretations. This helps to show alternative ways of understanding the data and
increases confidence in the one used by the researcher, as the opposing ways are
available for the reader to compare against. The third principle is to address the most
significant aspect of the case study, rather than analyze and report on all the minor parts
of it. The last principle is to use the researcher’s prior knowledge in the analysis. The
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understanding may include various questions or ideas that could be further explored in or
answered by the data. The goal is not to show how the data supports the researcher’s
existing knowledge, but rather to use that knowledge to bring out more possibilities from
the data.
Ethical Considerations
This research involved interacting with people, and thus it needed to go through
an ethics review. Furthermore, this research followed the Tri-Council ethical policy
(CIHR, SSHRC, & NSERC, 2010) and, at least for the interviews in Canada, Canada’s
privacy laws. This research involved informed and voluntary consent. In order to gain
this consent, participants were given a brief outline and description of the purpose of the
study before recruitment; by the time they were interviewed, they had already
acknowledged consent and had signed a consent form. Thus, before the study I ensured
that participants clearly understood the study, its risks and benefits, and while the
interview was being conducted I reminded participants that they had the right to not
answer questions or completely withdraw from the study without any negative
consequences to them.
Participants should also benefit from this research (CIHR, SSHRC, & NSERC,
2010). One benefit to participants may have been the ability to speak freely about their
experiences (see the paragraph on harm below). Sharing this information may have
benefited them indirectly, as it could eventually lead to an improvement to the education
system, but it may also have benefited them directly because they will have had a space
in which they could share concerns, difficulties, or successes with an independent party.
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Since I was not an employee of any of the schools in which the participants worked, there
was no potential for disruption of power or authority in their schools, nor any potential
for consequences directly caused by me (since I have no power within their school
system). Yet, since I am conducting and intend to publish this research, I may have the
power to influence policy makers and people who have authority such that desired
changes may occur.
Participants should not experience any kind of harm in this research (CIHR,
SSHRC, & NSERC, 2010). Since the goal of this research is to collect people’s opinions,
there should be no harm that results (certainly no physical harm). However, participants
may have concern for harm if they begin speaking out against authority; this concern is
not unfounded, as there may be actual consequences in all three countries for saying
something against authority figures or against dominant ideologies / mental models. The
risk for this type of harm was mitigated in two ways: 1) confidentiality and
anonymization of responses should help protect people against negative consequences of
anything they say; and 2) participants were reminded that they need not answer questions
that they feel uncomfortable or unsafe discussing. After the responses were transcribed,
the original audio recordings were destroyed; this will further protected the identity of
participants, which is another ethical requirement of the Tri-Council policy (CIHR,
SSHRC, & NSERC, 2010). In any reporting of these comments, aggregate information
was presented and direct quoting of comments were associated with anonymized
pseudonyms (e.g., Canadian Student 1, shorthanded to CS1); since the name of the
schools were not provided, the individuals involved in the study cannot be identified
(reciprocally, I did not record or report the names of the schools). For all of this
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physically and electronically secure by limiting the number of physical locations the data
was stored to just one computer and using encryption where appropriate.
Limitations of this research
There were several limitations to this research that should be discussed. First, this
study used a qualitative case study approach and has all the limitations associated with
that methodology (e.g., lack of generalizability to populations). Second, even though the
goal was to study a few schools, this was still a small number relative to the total number
of schools in each country. This further complicates any attempt at generalization, though
this is a minor issue given the qualitative nature of the proposed research. Third, despite
the ease with which I conversed with participants (regardless of country) there may have
been bias in their responses due to my background. For instance, a Canadian participant
may have been less willing to say certain things since I come from an immigrant
background. A participant in Iran may have been more willing to discuss the problems of
his/her country, because he/she felt comfortable doing so to someone born in that
country, and thus glossed over other positive points that could have been said. Such
biases were managed through greater number of participants and careful discussion
during the interview but were probably not eliminated. Fourth, the nature of the
governmental structures of a country may have limited the amount of information
available to me as a researcher, whether from official government statistics or
administrators being unwilling to talk about certain issues of leadership. I did not have
difficulty entering or exiting these countries, nor with informally conversing with people
in the education system. Fifth, and finally, since this study used an interview-based
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resulting translations. The interviews were conducted in whatever language was the most
comfortable for participants (English, Turkish, or Persian) and then translated into
English. Since I translated the responses, it was necessary to interpret the responses
before they were presented as results; while I attempted to be unbiased in my translations,
and used any relevant contextual information gathered from the participant (since I was
also conducting the interview), the possibility for bias still existed.
Summary
In this chapter the research methodology for exploring the theorized global
education leadership model was presented. In particular, the research explored leadership
theories (e.g., the Tannenbaum & Schmidt leadership continuum), organization theories
(Learning organizations through the INVEST model), and approaches to learning (e.g.,
active learning, critical pedagogy). This chapter also discussed various empirical methods
for conducting such research so as to explain why a case study approach was used. The
main data collection method was interviewing, with the interview questions available in
the Appendix and Chapter Four. In Chapter Four I will present results from this study,
while an analysis of this data through triangulation will be presented in Chapter Five.
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Chapter Four: Results
In this chapter, I will present the data from my study, with analysis of this data
including triangulations presented in the following chapter. This chapter is divided into
five main sub-sections: the education systems in the studied countries, details of the
participants, and responses from the principals, teachers, and students.
Education systems in the studied countries
Here I will present some summarized data about the education systems in Canada,
Turkey, and Iran. In particular, I will focus on the areas of each country in which the
study was conducted: the province of Ontario in Canada, the province of Istanbul in
Turkey, and the province of East-Azerbaijan in Iran. Hence, the purpose of this subsection is to provide a wider context for the data.
Canada. In Canada, the education system is primarily public (Frenette & Chan,
2015). Private schools are available, about 1907 in total with 963 of these in Ontario
alone (OFIS, 2012), but enrolment in public schools is much higher. Roughly 8% of all
students in Canada, and 6% of students in Ontario, attend private schools (OFIS, 2012).
Education is considered a provincial responsibility in Canada. Thus, the curriculum for
the public schools, and any expected standards for private schools, is handled at the
provincial level and not the federal level (Howe & Prochner, 2012). The Ministry of
Education, at the provincial level, oversees the K-12 education system. Within a
province, the education system is composed of multiple school boards, each of which
manages many individual schools (McKeown & Nolet, 2013). The education system is
typically divided into three categories: primary (grades 1 to 8), secondary (grades 9 to
12), and tertiary or post-secondary education (University and Community College)
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Development, and not the Ministry of Education, handles tertiary education. However,
some school boards may divide this structure differently by including a middle school
(junior-high school). In Ontario there is also full-day Junior Kindergarten, for children
aged 4, and Senior Kindergarten, for children aged 5; although it is fully funded by the
province, both levels of Kindergarten are optional (Peterson & Riehl, 2016). Other
provinces offer only one year of Kindergarten as part of the public school system. There
are no differences between boys and girls in terms of requirements or opportunities for
their education in the public school system. Both boys and girls attend classes together
(i.e, there is no sex or gender segregation).
Education of some sort (public) is mandatory for everyone from ages 6 to 18
years old (unless a high-school diploma is obtained before age 18) (Ontario Ministry of
Education, 2007). Although post-secondary education is recommended by school
counsellors and parents, and is a common requirement for employment, it is not legally
required (Hansen, 2009). In Ontario, students older than 21 years of age cannot attend the
public high schools (see Ontario Ministry of Education, 2016, section on Adult and
Continuing Education); if they want to continue their education, they must do so through
adult learning centres or other institutions that offer high-school diploma courses. For
Ontario, the elementary school year goes from Labour Day in September until the last
week of June, though other provinces may have different lengths of the school year
(Ontario Ministry of Education, 2009).
Since 1998, Ontario elementary schools have had standardized testing in (Grades
4 and 6) to determine how well students are learning math and language-arts curriculum
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material (Elliott-Johns & Jarvis, 2013). This testing is part of the EQAO (Education
Quality Act of Ontario), and has been highly controversial in Ontario because of how it
affected public funding; schools that ranked higher on the EQAO tests tended to have
more funding from the Ontario government and, although it was done intentionally to
encourage schools to have higher performance, there was concern that some schools
could become continually disadvantaged (i.e., always get significantly less funding)
because various factors (e.g., families and schools unable to afford support material for
struggling students, language problems due to parents not being fluent in English) may
prevent them from fairly competing against higher performing schools (Pinto, 2012,
DeVault, 2008). Although some other provinces have similar tests, there is no
standardization across the country. Furthermore, there are no forms of standardized
testing for acceptance to post-secondary schools35.
Schools across Canada operate predominantly in English, with French-language
classes required from Grades 4 to 9 (Hayday, 2005). However, some provinces include
schools in other languages (usually French); for example, most of the schools in the
province of Quebec are French-only. In the other provinces, Ontario included, there are
some French-Immersion schools, which operate mostly in French (Hayday, 2005).
Despite the presence of the specified French or predominantly French schools, the
dominant language of instruction in Canada is still English (Hayday, 2005), with the
exception of Quebec.
Canada has had a controversial history with religious schools in the public
education system. In Ontario, as well as in some of the other provinces, most areas have
35

Many post-secondary schools use standardized English language tests for International students, but this
is at the discretion of the school and is not mandated provincially.
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Gereluk, 2016). This allows Roman Catholic schools to operate within the public school
system for those parents who would prefer a Christian (Roman Catholic) education
instead of a secular one; parents can choose to send their children to either type of school,
but individual Roman Catholic schools may place other restrictions on the students such
as requiring them to be baptised or confirmed in the Roman Catholic Church before being
allowed to attend or be educated past certain grade levels (Bosetti & Gereluk, 2016).
However, the main differences between the Roman Catholic and secular public schools
are a yearly-required course on religion and optional (but encouraged) participation in
regular church services (Bosetti & Gereluk, 2016). For instance, Roman Catholic schools
will have daily prayers while the secular schools do not offer any such religious
expressions, except occasionally as student-run clubs or events. The controversy of this
policy is that, especially in Ontario, funding is provided for schools of one religion (a
specific sect of Christianity) but not to other religions to the same degree or at all
(Richter, 1997). Despite this option for a religious education though, 64% of students in
Ontario attend secular public schools (Van Pelt, Clemens, Brown & Palacios, 2015).
Turkey. In Turkey, education is primarily provided through a public school
system managed at the national level by the Ministry of Education (OECD, 2013). The
curriculum is determined by the national government and applied to all schools regardless
of their location, though private schools can have additional offerings. Management of
public schools starts at the national level and proceeds downward to school boards at the
provincial level, and then to individual schools (Indicators, OECD, 2007). The school
system is divided into three levels: primary (grades 1 to 8), secondary (grades 9 to 12),
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students attend public schools due to the relatively high cost of private school education
(Indicators, OECD 2007). There are no differences between boys and girls in terms of
requirements or opportunities for their education in the public school system. Both boys
and girls attend classes together (i.e, there is no sex or gender segregation).
Turkey allows four different kinds of private schools (Nohl, Akkoyunlu-Wigley,
& Wigley, 2008). One category includes private schools operated by Turkish individuals,
offering education at the pre-primary, primary, and secondary level. A second category
includes private schools for Greek, Armenian, and Jewish minorities at the pre-primary,
primary, and secondary level. These schools were created during the days of the Ottoman
Empire and their existence is guaranteed under the Lausanne Treaty of 1876 (Özbek
Hadimoğul, 2008). A third category includes private schools operated by foreign
governments (France, Germany, Italy, Austria, and the United States), again guaranteed
by the Lausanne Treaty, though they can be attended by Turkish citizens as well as
foreign nationals (Nohl, Akkoyunlu-Wigley, & Wigley, 2008). A fourth category
includes private schools intended for international students that offer the Turkish
curriculum (Nohl, Akkoyunlu-Wigley, & Wigley, 2008).
Education is mandatory for all citizens aged 6 to 18, with the public school
system provided free of charge (funded by the national government) (OECD, 2013).
Those age requirements are recent: as of 1997 students were required to attend school for
8 years, and in 2012 that became 12 years. Before 1997, students were only required to
attend 5 years of education. Tertiary education is not required, but socially encouraged
and highly desirable by parents and employers (Nohl, Akkoyunlu-Wigley, & Wigley,
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Education Faculty at Anadolu) is dependent upon obtaining an appropriate score on the
National Entrance Exams, such that acceptance at a more highly ranked university
requires a higher score on the exam (İnal & Akkaymak, 2012). All schools in Turkey
operate primarily in the Turkish language (Nohl, Akkoyunlu-Wigley, & Wigley, 2008;
İnal & Akkaymak, 2012). This is true even for minority-directed private schools, such as
schools for Jewish students, and for schools in territories of ethnic minorities, such as the
Kurds, whose native language is not Turkish (Sirkeci, Şeker, Tilbe, Ökmen, Yazgan, &
Eroğlu, 2015).
Before the Turkish republic was founded in 1924, the country had almost 480
schools dedicated to an Islamic education in terms of memorizing the Quran and learning
theology (Özbek Hadimoğul, 2008). In 1924, all of these schools were closed; the public
education curriculum has since been developed to emphasize being secular (Özbek
Hadimoğul, 2008).
Iran. In Iran, the education system is primarily public with only 11.6% of
students enrolled in private schools (Khabar Online, 2015). The public school system is
managed at the national level (similar to the United States of America); it is the central
government that determines the curriculum, and information passes from the national
level to provincial school boards and then to individual schools (Seidman, 2008). Public
schools can offer courses outside the centrally mandated curriculum, but generally do not
due to lack of funds (Seidman, 2008). Typically it is private schools that offer alternate
courses, but they are still required to follow the national curriculum; any other courses
that private schools offer are in addition to the curriculum-required courses (National
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Research Council, 2003). The school system is divided into four levels: primary (grades 1
to 6), middle (grades 7 to 9), secondary or high school (grades 10 to 12), and tertiary
(university). Kindergarten (i.e., pre-grade 1) schooling is available, but in private schools
only (National Research Council, 2003).
Although public school funding is available from grades 1 to 12, schooling is only
mandatory from grades 1 to 9 (ages 6 to 15); high-school is optional for students
(Seidman, 2008; Arasteh, 1962). However, if students want to attend university they are
required to obtain a high-school diploma (i.e., complete grades 10 to 12) and then pass
the national university entrance exam (Tabrizi, 2013). The score obtained on the entrance
exam determines which universities a student can attend. The Iranian school year runs
from September 21st to June 20th, with the major break being for New Year celebrations
(March 21 until around April 4th), and is the same length throughout all provinces and
schools (Tabrizi, 2013). Boys and girls have the same expectations for completing their
education, though there are differences in the material they are taught regarding their
expected role in society (Paivandi, 2008). Boys and girls do not take classes together (i.e.,
public and private schools are segregated by sex); usually entire schools are for one sex
only, with teachers of the same sex (i.e., there are boys-only schools with male teachers
and girls-only schools with female and male teachers; principals are always male
though).
All public schools in Iran operate in Farsi (Persian), regardless of the native
language of the students (Tabrizi, 2013). This can be particularly problematic for students
of ethnic minorities that do not speak Farsi as their first language (Tabrizi, 2013). For
instance, the Azerbaijan province in Iran has a large Turkish population that does not
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speak Farsi natively and there are difficulties in their schooling because of language
differences (Tabrizi, 2013). In addition to Farsi, students are required to attend Arabic
classes starting from Grade 4 and English classes starting from Grade 7 (Tabrizi, 2013).
Other language classes may be available, but are entirely dependent on the school and are
more common in private than public schools.
In the early 1900’s, Iran had a kind of school (Maktab) that was run by members
of the clergy and was dedicated to memorizing the Quran and learning theology.
However, these schools were closed in 1925 and the public school system was developed
in a more secular fashion, modeled after certain Western countries (e.g., the United States
of America, France, Germany) (Marashi, 2011; Jahanbegloo, 2004). Since the Islamic
Revolution in 1979, though, the public school system has changed to re-incorporate
Islamic elements while still retaining the rest of the curriculum (Paivandi, 2008). The
most obvious addition is the Arabic classes; these classes are primarily about learning the
Quran, and the Arabic language as it is expressed through the Quran, rather than learning
about the Arabic language in general. Thus, the Arabic classes are, in practice, classes on
the Quran (Tabrizi, 2013). There is also a required course on religion, taught by regular
teachers and not members of the clergy. Daily prayers are performed within the schools,
overseen by a member of the clergy, but participation in such prayers is not mandatory
(Mahallati, 2016).
Participant Description
As previously discussed, interviews were conducted with one principal, two
teachers, and two students in each of three countries (Canada, Turkey, and Iran). In each
country, these participants were from the same public high school. To more easily
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identify which responses were from which participant, I have identified participants in
the texts using codes such as CP for Canadian principal, CT1 for first Canadian teacher,
CT2 for second Canadian teacher, CS1 for first Canadian student, CS2 for second
Canadian student (see Table 4.1). Since age and gender distribution may be relevant, this
information is presented in Table 4.2 below.
Table 4.1.
Codes used for participants’ comments throughout the text
Participants/Countries

Canada

Turkey

Iran

Principal

CP

TP

IP

Teachers 1 & 2

CT1, CT2

TT1, TT2

IT1, IT2

Students 1 & 2

CS1, CS2

TS1, TS2

IS1, IS2

Table 4.2.
Age and gender of participants
Country

Teacher Gender

Students (Gender / Age)

Principal Gender

Canada

Male, Female

Female / 17, Male / 17

Male

Turkey

Male, Male

Female / 16, Male / 16

Male

Iran

Male, Male

Male / 17, Male / 17

Male

Principals’ Responses
This section lists responses from all of the principals to the questions asked of
them. The questions were organized in terms of the six INVEST factors, so the responses
will be presented using the same structure. A list of questions corresponding to each
factor is shown in a table before the appropriate sub-section of responses. For example,
Table 4.3 is below and it lists the questions asked for the Inspired learners factor.
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questions. If no response is given, it is because the participant either chose not to answer
the question or indicated that he or she had already answered in a response to a previous
question.
Table 4.3.
Interview questions for principals for the Inspired learners factor
Shorthand

Question

PI1
PI2
PI3
PI4
PI5
PI6
PI7
PI8
PI9

How motivated are you to learn? Why?
What do you think is the source of your motivation to learn?
Who do you feel is responsible for your learning? Why do you feel this way?
What do you think of self-actualization?
What about group-actualization?
Do you think self- and group-actualization are necessary things to achieve? Why or why not?
Do you believe that self-actualization should be a personal objective? Why or why not?
What experience or value do you gain from mistakes, if any?
Do you think each person has an opportunity to grow from their experiences, both good and
bad? Why or why not?
What are your thoughts on self-improvement? Do you think this is necessary?
Do you believe that self-improvement should be a personal objective? Why or why not?
How motivated are you to learn new things?
How motivated do you think others in your school are to learn new things?
What relationship do you think exists between someone’s learning and his/her performance?
What do you think of the status quo of your school?
Do you think others would agree or disagree with you?

PI10
PI11
PI12
PI13
PI14
PI15
PI16

Inspired learners. When talking with the Canadian principal, it was clear he was
interested in self-improvement. For instance, his response to PI4 was:
As a leader, I think self-actualization is very important. I would like to encourage
people to become self-motivated, but of course I welcome other people to
motivate me. I think using both methods will be perfect [self-motivation and
other-motivation], but I believe money is not a good reason for motivation. Some
people would like to be a leader because they like power, the title, money, and so
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on. But I believe these are not the primary reason. I motivate myself because I
like my job. (CP)
Given that this response was about improving others, he was asked about selfimprovement: “Definitely, I prefer to improve my skill and understanding through my
own-learning. I would like to finish my PhD, and there are still many books I want to
study.” When asked to explain more about his motivation (PI1), the principal explained:
I motivate myself and others for higher quality teaching because I believe the
world, and our society, has changed; we cannot follow a traditional model, and
role models are the best model to follow. In other words, as an administrator,
principal, and leader of this school I would like to be a positive role model. Oh, I
would also be a role model for staff too of course.
When asked about whether there were specific things he was learning for his PhD that
could be applied in his role as principal, he replied: “Not all of them [the theories being
learned]. As a leader, I want to first demonstrate that I appreciate the efforts and work of
others.”
The Turkish principal also suggested that self-improvement is quite important
(PI10): “Yes, self-improvement is a good method for an education system. We use it in
the school here.” (TP) He also said: “All of the teachers, staff, and even myself have to
improve our knowledge, because this is one of the best schools in Istanbul and Turkey.”
When asked about the methods of motivation that he prefers (PI2), he said: “My
motivation is my job. I have many responsibilities here, so I have to work hard to fulfill
them.” He later added “Having a higher income is a motivator for many people, but I
believe the results of our actions are much more important.” When asked about how
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motivated the teachers may be (PI13), he said: “The teachers in this school know their
responsibilities. However, I have to monitor the quality of teaching that occurs here so it
remains high.”
The Iranian principal gave a slightly different answer for the importance of selfimprovement (PI10) when he said: “Self-improvement is a good method and necessary
for education, but in Iran the teachers and other staff have many economical problems.
For them, the first step is to handle their cost of living” (IP). When he was asked to
elaborate on why self-improvement is necessary (PI11), he said:
In the education system we have to improve our knowledge. Actually, students
are so fast with learning new things that we have to keep up sometimes. Students
have many sources for learning information, such as the Internet, computers,
satellites, friends, and so on. These sources are also available for teachers and
principals though.
When asked about his own motivations (PI2), he answered: “Education is an important
issue and our country needs educated people. I believe I am here to help solve this need,
and that is my motivation for the work I do.”

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION

153

Table 4.4.
Interview questions for principals for the Nurturing culture factor
Shorthand

Question

PN1
PN2
PN3
PN4

What are some principles of your school for personal learning?
What are some principles of group learning?
What are some principles of personal and group learning at the institutional level?
What happens if someone tries to go above and beyond expectations? (e.g., are they
rewarded, what kind of reward, are they ignored, is there jealousy from colleagues, etc.)
What support do you think the general climate of your school gives for mutual respect,
precision, and trust?
What are your opinions of learning from daily experiences and logical debates?
Do you feel these are worthwhile activities?
What do you think the school staff feels about existing procedures?
What kind of encouragement, if any, is there to support these procedures?
What kind of encouragement, if any, is there to challenge these procedures?
What do you think of brainstorming or consulting with other staff members?
Do you think other staff members feel the same as you?
Do you feel that your school overall agrees with you?
What is your school’s policy on learning from mistakes?
What is your school’s policy on rethinking (e.g., metacognition) and reviewing?
What is your school’s policy on self-directed improvement?
Is there any institutional pressure on staff members for improvement?

PN5
PN6
PN7
PN8
PN9
PN10
PN11
PN12
PN13
PN14
PN15
PN16
PN17

Nurturing culture. The Canadian principal was asked about his focus on
supporting others in the school (PN2), and his answer was: “I believe teachers have more
power in class, so if we improve them and their ability to teach then we will achieve more
positive feedback. So, my principle focus is on improving the teachers” (CP). When
asked about learning from mistakes (PN14), he said: “Of course I make mistakes, and I
learn from them. I have told, and regularly tell, my staff and teachers about the
importance of learning from mistakes.” When asked about his thoughts on brainstorming
and group work (PN11), he said “I use brainstorming in decision making, since it is an
excellent model. I like it when people are free to suggest and explain their opinions.” He
also said: “Group learning is a good method, we have some groups and I would like to
develop them. For me I would like to take them separately.” When also asked about his
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metacognition) in the school (PN15), his response was: “These are new topics for our
school, but I would like to see them practiced.” Then I asked whether he used those
approaches, and he said: “Yes, collaborative learning, critical learning, and metacognition
are perfect methods for teaching and learning. I try to use them as best as I can.”
When the Turkish principal was asked about some principles of personal learning
(PN1), he said: “This is an educational institution, so we have to regularly and
continually learn. The basic principle of personal or individual learning affects the quality
of this school.” When asked about methods for group- or team-based learning (PN2), he
replied: “Yes, group learning can happen with teachers and students. For instance,
teachers could form a group to talk about mathematics, so they can learn math together
and discuss their opinions.” I followed up his comment by asking if there is a specific
plan for group-based learning, and he said: “It depends on how much time is available,
but there are already some groups based on different fields and they are free to improve
those groups and learn together.” When I asked him whether brainstorming as a method
for group learning was available (PN11), and he answered: “Teachers and students are
always ready to come up with their own opinions.” In response to a question about
whether learning from mistakes is encouraged in the school (PN14), he said: “Yes, we
learn from our mistakes, as well as the mistakes of others.” When I asked him whether
the school had any policies or support for methods such as metacognition and
collaborative learning (after I explained what I meant by those terms) (PN15), he said: “I
don’t have any way or method for re-thinking our approaches. Those topics you mention
[e.g., metacognition] are new for our schools.”
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As an anecdote, I think it is also important to consider how the Turkish principal
positioned and conducted himself given the comments he provided (both here and for
later categories). He has a large office with a large, beautiful desk by the entrance door
with many chairs around the desk. There was also a piano in his office. On his desk was a
large monitor, mentioned elsewhere, and it was clear that he was busy. Even though the
school board was the one who introduced me to him, I still waited over an hour before I
could interview him. When I entered his office, he tried to explain that his work is serious
and he is busy, so he could not be interviewed for long. During the interview, two
students entered his office to get his signature. They stood in front of his desk, between
some chairs, but he told them aggressively “How many times have I told you, you need to
submit those papers on the corner of this desk. So you have to approach this desk from
around the chairs.” I thought this behaviour was important to consider given his
comments about openness to students, and the students’ comments about him presented
later in this chapter.
When the Iranian principal was asked about his focus on supporting other teachers
and students in personal growth (PN2), he replied:
Our school is a place for research. Actually, I’m able to do research as a principal
in this area. As a case study, for example, some teachers get together and discuss
a specific problem they have like a student’s behaviour, material to teach, and so
on. This is what we’d call teamwork.
When asked about whether brainstorming was used at all in the school (PN11), he said: “I
like it when I hear that someone has done brainstorming, but it’s not a regular method in
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our education system.” In response to a question about learning from mistakes (PN14), he
commented:
Even if I learn from my mistakes, I don’t like to repeat them again. I would prefer
to study and research my options before I act. The way I handle things is through
managing all aspects of some activity, but of course I know that sometimes I can’t
see all of the related variables. However, I don’t consider this a reason for not
controlling my mistakes. Actually, my supervisor has ignored some mistakes once
or twice, but after that he officially notifies me about them.
Lastly, when asked about using metacognitive methods (after I explained what I meant by
metacognition) in his school (PN15), he said: “No, we don’t use methods like that. Those
are new for our school.”
Table 4.5.
Interview questions for principals for the Vision for future factor
Shorthand

Question

PV1
PV2
PV3
PV4
PV5
PV6
PV7
PV8
PV9
PV10

Does your school have a vision or mission statement?
What do you think of your school’s vision? How clear is it?
How committed do you think other staff members are to this vision?
How well do you think other staff members understand this vision?
How available is this vision for staff members to read, review, and/or discuss?
How well do you think this vision could transform other staff members?
How well do you think this vision could transform students?
How well does this vision prioritize learning to cope with future uncertainty?
How well does this vision shape the future of the school?
How achievable do you think this vision is? Do you think other staff members would agree
with you?
How consistent do you think your activities are with this vision? Do you think other staff
members would agree with you?
In this vision, how important is learning for all institutional levels of your school?

PV11
PV12

Vision for future. When asked about whether the school has a clear vision (PV2),
the Canadian principal answered: “Yes, our vision is clear. I regularly ask for and collect
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information to the school board too.” When asked about whether this vision is publically
available within the school (PV5), again he agreed: “Yes, you can see our school’s vision
statement in many areas.” He also commented that others know about it (PV4): “People
have seen that statement, I know that the teachers and staff here know what our vision
is.” When asked about where the vision comes from and how it can be adjusted (PV8),
the principal explained: “Well, we of course receive this vision from the school board.
However, we can send our comments, questions, and suggestions to them. So, in this case
we have both a top-down and bottom-up system.”
When the Turkish principal was asked about the vision for the school (PV1), he
pointed to the door of his office and said “There is a plaque on my office wall, and our
vision is written on it. This is an old and famous historical school, so we’ve had a clear
vision from a long time ago.” The plaque he referred to was on the wall next to the door
to his office. When asked about whether others in the school know the vision (PV4), he
agreed: “I’m sure this vision is clear for everyone. There’s no doubt that the staff and
teachers know about it.” When asked about how the vision can be changed (PV8), he
replied: “This vision is for the past, present, and future. The main focus is the
responsibility to teach students.” Then I asked him how the vision is being implemented
in the school system (PV9), and he said: “All of our activities are based on this vision.”
When I continued and asked him how the vision is connected to his activities, he said:
“I’m too busy to explain all of that. If you can read Turkish I have documents describing
it available for you.”
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When the Iranian principal was asked about the vision for the school (PV1), he
said: “Yes, there is a vision for this school. It’s available in my office here, but also the
office of the [vice principal].” I followed up his comment by asking whether he thought it
would be good to have this vision available in other places in the school, or promote it as
a slogan of some kind. He replied, “No, I think all of the staff and teachers already know
the vision for our schools.” When I asked him about the students, he shook his head “No,
it is the teachers’ responsibility to give that information to the students.” When asked
how the teachers should best apply this vision in their work, and how they should share
the vision with the students, he answered: “I’m sure our teachers are responsible people.
They don’t need my help for that.” When asked whether he thought a vision was
important for the school (PV9), he said: “Yes, a vision is an important topic. It is helpful
for the teachers, staff, and students so that they can work together to achieve the
objectives and goals of this school, and help them to learn better than yesterday. It is a
way of measuring our progress.”
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Table 4.6.
Interview questions for principals for the Enhanced learning factor
Shorthand

Question

PE1
PE2
PE3
PE4

How widely used is mentoring among all institutional levels of your school?
How systematic do you think other staff members approach their work?
How systematically do you approach your work?
What learning resources are available for staff members to improve themselves? (e.g., free
learning, e-learning)
How widely used are these learning resources?
How regularly do staff members apply “learning in action”?
Is your school part of an “alliance for learning”? If so, what effect do you think this has on
the performance of your school?
How well does your school cooperate with other organizations?
How widely used are learning contracts? Are they used to clarify organizational goals?
What methods, if any, does your school use for detecting and discussing the mental models
of staff members?
Does your school use learning laboratories for staff members? If so, what effect do you
think this has on your school’s performance?
How well do educators support and facilitate learning? Do you feel as though they only
teach material?

PE5
PE6
PE7
PE8
PE9
PE10
PE11
PE12

Enhanced learning. When the Canadian principal was asked whether he did any
mentoring (PE1), his reply was affirmative: “Yes, I do mentoring. I do that because it’s
part of my responsibility as a principal.” When asked about who monitors, follows, and
directs the activities of staff and teachers, he said, “Well, in this school, the staff and
teachers know what their responsibilities are. So they can monitor and organize their own
responsibilities.” When asked about the details of resources available in the school for
students and teachers (PE4), he said, “We have a nice computer lab and library. Anyone
can go there to study or work. I’m happy to go there and do some research of my own.” I
asked whether he did anything personally for the teachers to help them learn, and he
explained: “Sometimes I suggest to others a book that I’ve read or studied. Sometimes
the teachers and I discuss these books too. But I don’t buy books for others, I’m not sure
if they’d like the book.” I also asked him about whether the various groups of people in
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the school feel like they are motivated to learn on their own (PE7), and his response was
“Yes, I think our school is an alliance of learning. The goal is to improve teachers, staff,
and especially students’ motivation to study and learn.”
The Turkish principal was asked about who monitors, follows, and directs the
activities of staff and teachers (PE1). In response, he said: “I monitor everyone’s
activities in this school” and pointed to a large television monitor on his desk that showed
several real-time camera feeds as though by ‘monitoring’ he meant watching the
behaviour of others. When asked about whether teachers should do something similar, he
said “Teachers can monitor the behaviour of students, and especially their success, using
different methods like an oral or written exam. These assessments are good tools for
monitoring students.” When further asked whether there were specific programs in the
school to help motivate students, he said, “They know this school is different from other
schools, and that our method of education is a little different. For example, students are in
high school for 5 years with one year they learn German language.” When asked whether
there were resources to help teachers improve themselves (PE4), he said “We have a
good library and lab, so teachers and students can use that to improve their knowledge.”
When asked how much these resources are used (PE5), he said: “Our computer labs are
good, and our library is excellent. All of our students, teachers, and even staff can use
those.”
The Iranian principal was also asked about who monitors, follows, and directs the
activities of staff and teachers (PE1) and he said: “Monitoring the school is one of my
duties, so it is me of course.” He also had a large computer monitor, similar to the
Turkish principal and used for the same purpose: showing several real-time camera feeds.
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I also asked him about managing the behaviour and performance of students (PE2), and
whether he did that or if teachers were responsible. He said: “We have an assessment
system, which teachers and myself can use, that manages the students. For the final
marks, I have to monitor them and make sure they are consistent with our guidelines.”
After describing the term “alliance for learning,” I asked whether he would describe his
school as being such a thing (PE7). He said: “We don’t use the name ‘alliance for
learning,’ but I think we act this way both consciously and unconsciously.” When I asked
what he meant by unconsciously doing this, he replied, “We see the behaviour of other
people and learn from them how we should, or shouldn’t, behave.” Again, I asked for
more elaboration about whether there was any discussion of this topic and said “No, we
don’t talk about this normally. We don’t regularly examine other people’s behaviour, but
sometimes teachers want to talk about it and so we do.” When asked about what
resources the school provides to help students and teachers improve themselves (PE4), he
said “We have a good library and computer lab, but our teachers and students don’t
regularly use them. The computers, and especially the Internet, are used the most.” I
asked whether there was anything to help with reading at this school, and he commented:
“Actually, we do have a book reading program here, as well as province- and nation-wide
book recital contests36.” I asked what these contests were about and he said “The topic is
always about the Holy Quran or material from Shahid Motahari.” It is significant that
Shahid Motahari was mentioned, since he is considered to have had an important
influence on the formation of the Islamic Republic and was a student of Ayatollah

36

Such contests are generally question-answer in style. Participants are asked increasingly difficult
questions about the material and they need to answer the questions correctly. Usually the questions are
multiple choice. Sometimes there is also the need to pronounce the answer correctly, which can be difficult
in the case of chanting passages from the Quran in Arabic.
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whether his school follows a systems approach (PE3), he wanted some clarification on
what ‘systems approach’ meant. After explaining systems and the role of feedback, he
said, “I think I use this type of approach, but it’s not a regular model for our school.”
Table 4.7.
Interview questions for principals for the Supportive management factor
Shorthand

Question

PS1
PS2
PS3
PS4

How well do you accept new approaches?
How well do your superiors accept new approaches?
How well do your superiors help the school and staff achieve the school vision?
How much trust do your superiors have of staff members? How much supervision is
required?
How actively do your superiors support you and other staff members in continual learning
and personal growth?
What effect do you think there will be on school performance if your superiors delegated
more authority and responsibility to you? What about to your fellow staff members? Do
you think your superiors would agree with your analysis?
What do you think is your fundamental role in the school? (e.g., to be supportive? to help
students grow? To help staff grow? To monitor others? Etc.)
What do you think is the fundamental role of teachers in the school?
What do you think is the fundamental role of supervisors and others above you in the
education system?
How much do you reflect on your mental models? Do you feel encouragement to do this? If
so, by whom?
How much do your superiors reflect on their mental models? How much do they encourage
you to do the same?
How much do teachers reflect on their mental models? How much do you encourage them
to?
How much does the administrative staff of your school empower other staff members?
How much do your superiors encourage you to think about and review their opinions?

PS5
PS6

PS7
PS8
PS9
PS10
PS11
PS12
PS13
PS14

Supportive management. The Canadian principal was asked whether he was open
to new ideas from teachers or students about the school (PS1). His reply was “Of course,
I’m open and interested in hearing about new approaches. As a PhD student I want to
hear the opinions of others and learn from them.” When asked about whether he helps
the teachers in their own learning and personal growth (PS6), he said: “I believe all
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principals have to help their staff and teachers learn, and sometimes the students too.
Some principals prefer to be formal about this, using a specific way of learning. I try to
be both formal and informal.” When asked about his method for decision making, and
how it is distributed across the teachers (PS5), he replied “I like delegating some
decisions and authority to others. If I have to make a decision in a new area, I prefer
making that decision in a group.”
When the Turkish principal was asked about being open to new ideas from
teachers and students about the school (PS1), he said, “Yes, my relationship with new
ideas is good. Of course, it depends on our school’s vision. It has to align with it since we
cannot change the vision of our school.” When asked whether he helps the teachers in
their own learning and personal growth (PS6), he said, “No, I’m too busy of a person, but
I would like to help my staff and teachers learn and improve their ability to learn.” I
followed up his comment by asking if he suggests books to them that he has read, and he
replied, “No, I don’t do that, but it’s a good idea.” When asked about his method for
decision making and incorporating the opinions of others or delegating to others (PS5),
he explained, “I give all of my colleagues an opportunity to come up with their own
ideas, and I support this process. However, as I told you, I’m the one responsible.”
When the Iranian principal was asked about his openness to new ideas from
teachers and students about the school (PS1), he answered “I like to hear new ideas from
our students and teachers, but we have to follow the rules and guidelines from the school
board.” I followed up by asking whether this meant a lot of decision-making follows a
top-down structure, he answered “Yes, decision making is centralized.” Then I asked him
whether he delegated any decision making to teachers (PS5), and he explained: “I am
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responsible, so I prefer to make major decisions, but I collect suggestions from others.
So, I make the decisions but I use my knowledge and the knowledge of my colleagues
[when making those decisions].” I asked him a follow up question about whether this
meant teachers should not be making decisions in the school, and he disagreed: “I trust
my colleagues, but since I’m the one who is responsible I have to consider all the sides of
a decision.”
Table 4.8.
Interview questions for principals for the Transforming structure factor
Shorthand

Question

PT1

How many levels of management does your school have? What about in the whole school
district?
Do you think there are unnecessary levels of management? If so, how well do you think
these levels can be removed?
How responsible are your superiors for developing learning in other staff members?
How does your school approach teamwork among students? Among staff members?
What is the definition of responsibility in your school?
What opinion do staff members have of responsibility? (e.g., is it assessment? their job?
regulation of their work?)
Does your school have many boundaries between teams or groups of people? If so, describe
them.
How well can various staff members share information with each other?
How well does information from students travel up to the principal? To higher levels of
administration in the district?
How aware are the various teams of their responsibilities towards students?
What kind of authority is delegated by administrators? How much, if any, authority is
delegated?
Do administrators like this delegation? Do you like it?
How common is it for staff teams to cooperate? What is the general opinion of this?

PT2
PT3
PT4
PT5
PT6
PT7
PT8
PT9
PT10
PT11
PT12
PT13

Transforming structure. When the Canadian principal was asked to list the levels
of the structure for his school (PT1), he said “We have five levels: principal, vice
principal, department head [DH], teachers, and students. I don’t think all these levels are
necessary though.” When I asked how he thought these levels interacted with each other
(PT7), he explained, “We don’t have boundaries between these groups. All of us can
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work together, talk to each other, and share our opinions.” I asked whether this applied to
his relationship with students as well (PT9), and he said “Yes, my office door is open for
all students and staff. I’m happy to hear from them, it’s an important part of my
responsibility.”
The Turkish principal was also asked to list the levels of the structure in his
school (PT1), and he said: “Our school has four levels: principal, assistants, teachers, and
students. I don’t think we have any unnecessary levels here, but this is a general style for
schools.” When asked whether the teachers were able to form teams to help each other
learn (PT7), he said “There are teams but they depend on their field of study. So, we have
teams for mathematics, physics, general science, and so on. They talk together to help
develop each other’s knowledge.” When asked whether the relationship between teachers
and principal allow him to delegate some decision-making (PT11), he said, “Again,
delegation of authority is a hard topic. I believe the teachers are well experienced, so they
know what is expected of them. Sometimes we talk about their objectives, but it’s not a
general discussion.”
When the Iranian principal was asked to list the structural levels of his school
(PT1), he gave a similar answer as the other principals: “There are four levels for our
school: principal, his assistants, teachers, and students. All these levels are necessary for
a school.” When I asked whether there were teams that the teachers or students could
work in (PT4) he explained:
Teamwork between students would be good, since it’s a more active learning
approach as you previously mentioned, but the quality and effectiveness of this
strategy depends on the teachers. Team activities can be hard sometimes for
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Iranians, especially Iranian students, but I believe we have to improve this and
create a better relationship between students and teachers.
When asked whether students could talk to him directly, instead of going through a
teacher (PT9), he said, “Yes, students are free to visit. My office is always open for
them.” Then, I asked about whether he delegated any authority to his assistants (PT11).
He replied, “I like to do that kind of work myself. I’ve defined the job for my assistants
very clearly, and I monitor them regularly to make sure things are going well.”
Teacher’s Responses
This section lists responses from all of the teachers to the questions asked of
them. As was the case for the principals, the responses will be presented using the
INVEST factors. A list of questions that were asked corresponding to each factor is
shown in a table before the appropriate sub-section of responses. Again, if no response is
given, it is because the participant either chose not to answer the question or indicated
that he or she had already answered in a response to a previous question.
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Table 4.9.
Interview questions for teachers for the Inspired learners factor
Shorthand

Question

TI1
TI2
TI3
TI4
TI5
TI6

How motivated are you to learn? Why?
What do you think is the source of your motivation to learn?
Who do you feel is responsible for your learning? Why do you feel this way?
What do you think of self-actualization?
What about group-actualization?
Do you think self- and group-actualization are necessary things to achieve? Why or why
not?
Do you believe that self-actualization should be a personal objective? Why or why not?
What experience or value do you gain from mistakes, if any?
Do you think each person has an opportunity to grow from their experiences, both good and
bad? Why or why not?
What are your thoughts on self-improvement? Do you think this is necessary?
Do you believe that self-improvement should be a personal objective? Why or why not?
How motivated are you to learn new things?
How motivated do you think others in your school are to learn new things?
What relationship do you think exists between someone’s learning and his/her
performance?
What do you think of the status quo of your school?
Do you think others would agree or disagree with you?

TI7
TI8
TI9
TI10
TI11
TI12
TI13
TI14
TI15
TI16

Inspired learners. The Canadian teachers agreed that teachers need to be
motivated. For instance, CT2 said in response to question (TI1): “Motivation is an
important subject in our work. As a classroom teacher for nearly 13 years I think the first
step of motivation is respect for people’s opinion, and that includes respecting your own
opinions.” Both of the teachers provided different ideas about how they are to be
motivated (question TI2). CT1 said: “I think the basic reason for motivation is curiosity
that exists between teachers. My basic strategy is to find a method to teach students and
help them be successful.” When asked to elaborate on this, he continued: “I like finding
new methods to teach my students and different areas for teaching new approaches”
(CT1). On the other hand, CT2 said: “I believe lifelong learning is a perfect method, so I
try to learn from all people in all walks of life.” When asked about the value of self- and
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group-actualization (TI6), one of the teachers said: “In my opinion, of course self- and
group-actualization are necessary, and some teachers want to develop this approach of
course but not all of them do” (CT1).
When the Turkish teachers were asked about their motivation for being teachers
(TI2), they responded that it had to do with their enjoyment of it. For instance, TT1 said,
“I like my job. That is a reason for my motivation.” Likewise (in response to TI2), TT2
said: “I think all of our teachers, staff, and students are highly motivated when it comes to
learning. Learning is the objective of all the schools in Turkey.” When asked about selfimprovement (TI10), this topic was treated positively but with some limitations:
As a teacher, self-improvement is necessary and we try to learn new methods for
teaching. I teach in a highly-ranked school and have to develop my knowledge. I
believe learning is an important factor for our job. However, many teachers don’t
have enough time for other activities, so we just focus on our specific fields
[teaching subjects]. (TT1)
Furthermore, both teachers explained their reasons for why they try to engage in some
kind of self-improvement (TI12). TT1 said: “As previously mentioned, my motivation for
improving my knowledge is two reasons: I like my job, and I am teaching in a good
school.” When TT1 was asked if his motivation would drop when changing to a different
school, he replied “No, of course not. I believe the system will find a good school for me
as long as I am a good teacher.” In contrast, TT2 explained his motivation as follows:
I studied theology at university and I have a sensitive responsibility in this school
because almost all of the students and their parents are secular. I have to carefully
teach and introduce Islam to them in a logical manner. So, for example, I ask
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some questions about the universe then bring in related theological questions like
‘Who created this universe? Why” To support these ideas, I bring some
quotations from the holy Quran and then I continue the discussion.
When asked about group-actualization (TI6), both teachers agreed it was desirable. TT1
said: “I believe group activities and group-actualization are necessary. Even if teachers at
this school have group activities, they are related to the teachers’ field. For example,
teachers in languages, mathematics, science, and other fields each have their own group.”
Likewise, TT2 said: “Yes, I believe using group activities is a great approach. Even in
Islam we have been recommended to use this method.”
The teachers in Iran seemed less positive about their fellow teachers (TI13):
“Unfortunately, many teachers in Iran believe their responsibility is to teach their course
for the allotted time, about one hour, and that is it” (IT1). The interviewed teachers were
interested in self-improvement (TI1), but for different reasons than the teachers in the
other countries. IT1 said: “I believe the education system of a country is important for
developing a society. Hence, that is reason enough for learning and teaching.” In contrast,
IT2 said: “My motivation is myself; I am a sports-teacher so I have to improve my
knowledge, because students can improve their knowledge through the Internet,
computers, and other such sources.” However, this motivation may not be shared by other
teachers (TI15). For instance, IT1 said: “I believe nearly all teachers don’t have time and
motivation to study other subjects; they just study or review their instruction books.” He
further explained that:
I am sorry to say, in Iran teachers have many problems but one of them is a
financial problem. So they don’t spend enough time for learning, and definitely
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not for group activities. Even now, teachers have to work in two or maybe three
jobs, and majority of them believe this job [their job as a teacher] is just
something to keep while they grow older because it has a pension and insurance.”
Similarly, IT2 was unsatisfied with the current state of affairs (TI15): “I try to find new
materials from different sources, like the Internet, close friends, and so on. I believe that
sports-teachers previously played a negative role37 and for the past ten years
[administrators and teachers in] the education system have tried to change this state of
affairs” (IT2). When considering how the teachers currently go about their teaching
(TI14), IT1 provided the following explanation:
Nearly all of the teachers (myself included) use monologues. In our schools,
students don’t study anything before class, and many teachers try to use different
strategies to help them learn better. For example, I gave a bit of time in class,
almost 10 to 15 minutes, for students to study a new lesson before teaching it, and
then I start to teach it. My students are from poor families and many of them have
to work when not at school. So, I believe my class is their first and last chance for
learning. So, I have to transfer as much as I can in the 90 minutes of my class.

37

Some of the sports teachers throughout the country were known for abusing children, and this was not a
recent phenomenon. Knowledge of this abuse caused many families to distrust sports teachers. This is the
negative role IT2 is referring to, and this abuse was practically ignored until approximately 2007.
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Table 4.10.
Interview questions for teachers for the Nurturing culture factor
Shorthand

Question

TN1
TN2
TN3
TN4

What are some principles of your school for personal learning?
What are some principles of group learning?
What are some principles of personal and group learning at the institutional level?
What happens if someone tries to go above and beyond expectations? (e.g., are they
rewarded, what kind of reward, are they ignored, is there jealousy from colleagues, etc.)
What support do you think the general climate of your school gives for mutual respect,
precision, and trust?
What are your opinions of learning from daily experiences and logical debates?
Do you feel these are worthwhile activities?
What do you think the school staff feels about existing procedures?
What kind of encouragement, if any, is there to support these procedures?
What kind of encouragement, if any, is there to challenge these procedures?
What do you think of brainstorming or consulting with other staff members?
Do you think other staff members feel the same as you?
Do you feel that your school overall agrees with you?
What is your school’s policy on learning from mistakes?
What is your school’s policy on rethinking (e.g., metacognition, collaborative learning) and
reviewing?
What is your school’s policy on self-directed improvement?
Is there any institutional pressure on staff members for improvement?

TN5
TN6
TN7
TN8
TN9
TN10
TN11
TN12
TN13
TN14
TN15
TN16
TN17

Nurturing Culture. The Canadian teachers indicated that support for individual
growth differs between schools (response to question TN1): “Personal learning is
important for all teachers and students. However, it depends on the school. We can’t say
that all schools have the same principles, since they use diverse methods, but all
principles are meant to help students succeed” (CT1). When asked whether group
methods of support for teachers were used (TN11), CT1 said: “Yes, we use methods like
teamwork and brainstorming, but the teamwork is focused on the subject, such as
between mathematic teachers, chemistry teachers, and so on.”
The Turkish teachers mentioned that the quality of their teaching needed to be
high (response to TN1): “As I mentioned, this school is highly ranked in the country, so
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we have to teach highly-ranked as well” (TT1). However, support for growth seems
limited (response to TN2). For instance, TT1 said: “Self-confidence is necessary for this
job, and of course all teachers are in a good position for that. Sometimes new teachers
have problems with teaching, but after some time they’ll learn some practical teaching
methods.” Likewise, and understandably, TT2 said: “My field, Theology, is different
from that of other teachers. I’m alone in this school for my topic.” When asked whether
group methods were used (TN11), TT1 explained: “Yes, we have group learning
activities based on subject. Since I teach mathematics, all discussions in my groups will
be about math. However, we use newer school materials, ask questions about our subject,
and even sometimes use brainstorming.” Similarly, TT2 said: “I like to use discussions
and brainstorming in my classes, and want to develop this further.” When asked about
activities such as metacognition (TN15), even when these terms were explained, the
teachers indicated that such things were not performed: “No, I don’t think the teachers
nor our principal practices metacognition.” (TT1)
The Iranian teachers indicated that there is a lack of support for growth (response
to TN1). For instance, IT1 said: “I don’t think this education system has any principles
for learning.” A good example of this is provided by IT2:
Since I teach sports, group activities are very important in my class. I try to teach
how to form strong teams, and how to keep teams together. In Iran we have a
cultural problem, because students don’t understand the purpose of teamwork.
Also, students stay in teams when they are weak or lacking; if one person thinks
they know enough, even a small part of the needed knowledge, then they prefer to
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work alone. For example, in a sports team, like football , strong students want to
be the winner and only the result is important for them. However, I give excellent
scores to the students who have good teamwork.
Although there were support programs for the teachers (TN11), IT1 seemed to think these
programs were lacking:
Teachers can join various in-service training classes and, depending on the
subject, teachers can select their preferred topic. However, even in these classes a
lot of teachers do not focus on the training itself. Teachers would rather join these
classes to receive a certificate, and these certificates are used later to show how
‘good’ of a teacher they are.
Both of the teachers saw problems with the current lack of support (response to TN3),
and described this in different ways:
The biggest problem is the diverse number of [high] schools in the Iranian
education system. There are many kinds of high schools: public schools, private
schools, Nemone Dolati39, Nemone Mardoumi40, Tizhooshan41, Shahed42, and so

38

In North America, this sport is called soccer.
These are government-run schools without tuition fees. To enrol in these schools, students must pass an
entrance exam and have an appropriately high score on the national exam at the end of primary school (the
NODET exams, National Organization for Development of Exceptional Talents, which tests mathematics,
science, social sciences, Persian literature, and theology).
39

40

These schools are like the Nemone Dolati, but require a higher grade on the NODET exam and have a
harder entrance exam. The quality of these schools is often considered to be higher than the others.
41

These schools are like the Nemone Dolati and Mardoumi, but only accept the highest ranked students.
These schools also have a harder curriculum, with additional required classes.
42

These are government run schools for Shahid children: those whose father, mother, or both have died in
a way that the government acknowledged as supporting their interests (labeling them as Martyrs), such as
in a war or as a result of political assassination.
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variation of neighbourhoods) are from poor families with limited education. (IT1)

Before, and even after, the Islamic revolution most sport teachers did not have
higher education in the sport fields. They were just people who played sports,
though maybe they had some medals, and their behaviour and the words they used
reflected someone who had little education. Practically all families did not respect
these teachers, but about 10 years ago the ministry of education has started to
change this culture. (IT2)

Before the Islamic revolution students with different levels of skill and knowledge
had to stay in the same classes. Thus, a smart student could play an important role
in learning through answering questions. When teachers encouraged these smart
students, other students would like to copy them. Now though, all students are
classified ‘smart’ and the rich students would prefer to go to private and
Tizhooshan schools. This means students who are from poor families have to stay
in a public school with similar students. (IT1)
When asked about different methods that could be used (response to TN11), IT2 said: “I
try to develop thinking through brainstorming, since I believe this strategy can help
students improve their knowledge. Additionally, I want them to share their mistakes to
help learn from them.” When the teachers were asked about methods for rethinking, like
collaborative approaches and metacognition, (question TN15) they answered that these
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things were not practiced: “These topics you describe [metacognition, critical analysis,
collaborative] are new for our school. We never talk about these topics.” (IT1)
Table 4.11.
Interview questions for teachers for the Vision for future factor
Shorthand

Question

TV1
TV2
TV3
TV4
TV5
TV6
TV7
TV8
TV9
TV10

Does your school have a vision or mission statement?
What do you think of your school’s vision? How clear is it?
How committed do you think other staff members are to this vision?
How well do you think other staff members understand this vision?
How available is this vision for staff members to read, review, and/or discuss?
How well do you think this vision could transform other staff members?
How well do you think this vision could transform students?
How well does this vision prioritize learning to cope with future uncertainty?
How well does this vision shape the future of the school?
How achievable do you think this vision is? Do you think other staff members would agree
with you?
How consistent do you think your activities are with this vision? Do you think other staff
members would agree with you?
In this vision, how important is learning for all institutional levels of your school?

TV11
TV12

Vision for future. When asked about a vision for their school (TV1), CT2 said: “I
haven’t seen a vision for my school, so I don’t know what it is.” CT1 also said that he
had not seen the vision for their school, and added: “The school board creates a vision for
our school, so we can talk with them about it. We can go to the board office and see the
vision written down there, or give them suggestions and comments. I haven’t seen that
vision displayed in my school though.”
The Turkish teachers, likewise, also had difficulties expressing the vision of their
school (response to TV1). TT1 said: “I haven’t seen a clear vision about school.” When I
commented to him that the principal says such a vision is in the office on the wall, TT1
replied “Yes, but that is about our school’s history. We know we must teach our students
well, because they have difficult competition for being accepted in a high-ranking
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university.” It seemed that the teachers also had their own vision for the school (response
to TV2):
I think my vision for my teaching work is more important [than the school’s
vision] because a majority of these students are from secular families. Hence, I
have to teach them religious issues with a language that they can understand. This
is my vision, and I think the school’s vision is the same: developing an Islamic
approach to education. (TT2)
Likewise, TT1 suggested: “Commitment is an important part of our job. In my opinion,
it’s very important. However, it depends on the person.” In terms of whether any vision is
discussed with other teachers (TV3), TT1 suggested the answer is no: “As teachers, we
never talk about the school’s vision between us, but I think all of them know their
responsibilities and that is enough.” Similarly, the vision is not shared with students “We
[the teachers] never talk about our school’s vision with the students. We [teachers and
students] have unwritten rules about our expectations for each other, and their [students’]
future is important for us [teachers].” (TT1)
For the Iranian teachers, they also had difficulty with their school’s vision
(response to TV1). For instance, IT2 said, “I have not heard about our school’s vision,
but I believe teachers have to teach and assess students very well. I could not find
anything about our school’s vision on the Internet either.” Although IT1 agreed with this
comment, he/she also added:
I’m sorry to say, in Iran we have different kind of schools and students are in one
of three different groups: rich, smart and active, and students from poor families.
Rich students prefer to go to the Tizhooshan schools and private schools. Smart
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Nemone Dolati schools as their second choice. However, students from poor
families usually have to work after school so most of them have to go to public
schools. This model is unfortunate, because it means all the good students are in
the same class or school, and the struggling students do not have the opportunity
to learn from these students as classmates. I listed these schools because I want to
say that in Iran we have different types of schools, each of which have different
visions for their students.
When asked whether others in the school knew if there was a vision (TV4), IT1 said:
“Since this is a public school, we use a hierarchical model. As I previously mentioned,
teachers don’t know enough about our vision so we can’t transfer this information to
students.”
Table 4.12.
Interview questions for teachers for the Enhanced learning factor
Shorthand

Question

TE1
TE2
TE3
TE4

How widely used is mentoring among all institutional levels of your school?
How systematic do you think other staff members approach their work?
How systematically do you approach your work?
What learning resources are available for staff members to improve themselves? (e.g., free
learning, e-learning)
How widely used are these learning resources?
How regularly do staff members apply “learning in action”?
Is your school part of an “alliance for learning”? If so, what effect do you think this has on
the performance of your school?
How well does your school cooperate with other organizations?
How widely used are learning contracts? Are they used to clarify organizational goals?
What methods, if any, does your school use for detecting and discussing the mental models
of staff members?
Does your school use learning laboratories for staff members? If so, what effect do you
think this has on your school’s performance?
How well do educators support and facilitate learning? Do you feel as though they only
teach material?

TE5
TE6
TE7
TE8
TE9
TE10
TE11
TE12
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Enhanced learning. When given the descriptions of the various enhanced
learning techniques, the Canadian teachers indicated that only some of those techniques
were practiced and only some of the time. For instance, CT1 said (in response to TE1):
“Our school offers mentoring, and all of the staff here have many sources and
opportunities for learning.” Similarly, CT2 said: “In my classes I like learning from my
students, and from other staff or teachers. However, this is my approach. Different
teachers have different strategies.” For other tools available to students (response to
TE4), CT1 said: “Of course our school has a library and various labs, but not all of the
students or teachers use them. However, those resources are available to everyone.”
When talking about alliance of learning there was further discussion between CT2 and
myself on the topic of a learning organization. He commented: “This idea of a learning
organization is a new approach. [...] I can’t say that our school is a learning organization,
using your definition, but we can learn from each other.”
When provided with descriptions of mentoring (TE1), the Turkish teachers
replied: “Giving advice or training students is part of my job. Actually, I’m not really
able to focus on all the needs of my students, but I would like to help them” (TT1); “I
train my students both in and outside of class, though it is of course only within the
school itself” (TT2). When a systems approach and sharing information was discussed,
the teachers generally agreed with it. TT1 said (in response to TE3): “I don’t think all the
teachers here use a systems approach, but that is a good method for education”; and, in
response to TE2: “Cooperation is good, but not between all of the teachers. We generally
work together based on our field or group.” In response to TE2, TT2 said: “I use a
systematic approach, and I think other teachers do as well especially since we have a lot
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of new teachers.” When TT2 was asked why there were new teachers he said: “We’ve
changed almost 98% of the teachers here because they were secular.” When TT2 was
asked how they found new teachers, he replied: “I look and find teachers who practice
Islam. After my suggestion the principal invites them and we have a small interview.”
When asked why he preferred this group of teachers, TT2 replied: “As I explained, most
of our students and their families are secular. So, by having Islamic teachers at least they
can learn about Islam this way in school.” When asked about other materials (TE4), TT1
said: “We have a good library in this school. All of the teachers, staff, and students are
welcome to use it.” Then he added: “However, most of the time our library is empty.”
The Iranian teachers, when asked about mentoring (TE1), said: “In my school,
teachers do not use a mentoring method. This is because many students and teachers
don’t know what mentoring is43, and they have not been taught this either” (IT1). When
asked about a systems approach (TE2), IT2 said “No, we don’t have a systematic
approach to our education. Teachers have a second job, and many have a third.” When I
asked IT2 to elaborate on the lack of systematic approach in his school, and whether that
was part of the school board too, he said: “In school board one44, we don’t have
discussions. In school board three though, some of the teachers developed many good
discussions. Sometimes, the likelihood and quality of these discussions depends on
people.” When asked about extra materials (TE4), IT1 said: “Yes, knowledge is
important for teachers, and one of the ways to develop this is through having a good
library and laboratories. Both of them are in our school, but neither of them are used by

43
44

The teachers and students might have known about mentoring informally, but they did not talk about it.

The school boards in Iran do not have names; they are simply given an arbitrary number depending on
how the area is divided. The number is not meant to imply importance.
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materials, but it’s necessary to have motivation to read them and have enough time.
[Smiling he added] We have neither of these” (IT1). When asked about collaboration
(TE8), IT2 said: “No, I don’t think there is collaboration in our school or even
monitoring. I don’t see this kind of management in our school at all.” Then he added:
“Now though, families noticed the effect of sports in their children’s life and that
educated teachers with healthy behaviour helped create this culture.”
Table 4.13.
Interview questions for teachers for the Supportive management factor
Shorthand

Question

TS1
TS2
TS3
TS4

How well do you accept new approaches?
How well do your superiors accept new approaches?
How well do your superiors help the school and staff achieve the school vision?
How much trust do your superiors have of staff members? How much supervision is
required?
How actively do your superiors support you and other staff members in continual learning
and personal growth?
What effect do you think there will be on school performance if your superiors delegated
more authority and responsibility to you? What about to your fellow staff members? Do
you think your superiors would agree with your analysis?
What do you think is your fundamental role in the school? (e.g., to be supportive? to help
students grow? To help staff grow? To monitor others? Etc.)
What do you think is the fundamental role of principals in the school?
What do you think is the fundamental role of supervisors and others above you in the
education system?
How much do you reflect on your mental models? Do you feel encouragement to do this? If
so, by whom?
How much do your superiors reflect on their mental models? How much do they encourage
you to do the same?
How much does the administrative staff of your school empower other staff members?
How much do your superiors encourage you to think about and review their opinions?

TS5
TS6

TS7
TS8
TS9
TS10
TS11
TS12
TS13

Supportive management. For the Canadian teachers, when asked about their
principal’s openness to new ideas (TS2), the teachers said: “Our principal accepts new
approaches. He is a positive and energetic individual, who is very supportive of teachers
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and staff.” (CT1); “In our meetings he [our administrator] listens to our suggestions and
takes note of them” (CT1). When asked about how their principal delegates authority
(TS6), the teachers replied: “Although he regularly uses a top-down method for
management, he also delegates authority depending on the situation. I know this because
I’ve had several opportunities because of him” (CT1); “In my experiences I’ve worked
with a couple different administrators. One of them was quite interested in hearing from
others and delegating tasks as appropriate, but the rest of them were less interested in
that” (CT2). In addition to his previous comment about question TS6, CT1 added: “In my
class I try to adapt my methods to the students, because I see they’re at different levels of
skills.” When asked about how well they reflect on their mental models (question TS10),
CT1 said: “I prefer to follow our school’s educational method. Bringing in new opinions
is sometimes hard, and students are not open to that method.”
For the Turkish teachers, when asked about their openness to new ideas (TS1),
their comments were generally positive. TT1 said: “Our teachers are interested in hearing
new ideas, and like to try out new approaches.” When TT1 was asked about whether this
was true for students, his response was: “Absolutely, we would like to hear ideas and
opinions from students.” Similarly (in response to TS1), TT2 said: “Because my course is
about Islamic approaches to life, in all of my classes I have to try and encourage
discussion among students and encourage them to participate in these discussions.” When
asked about trust among staff (TS3), TT1 said, “Trust is an important factor for our job.
Teachers and staff know their responsibilities and they try to do them.” When asked if,
because teachers know their responsibility, the principal has no need to monitor and
follow up with teachers, TT1 replied: “Well, perhaps. He monitors everything anyway, so
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maybe that is his responsibility.” TT1 then added: “However, there is information our
principal does not talk about, such as our school’s vision.” TT2 gave a similar response
(to question TS3) as TT1, by saying: “The teachers and staff in this school know their
responsibilities and what is expected of them, but our principal also monitors us and deals
with any conflicts or problems that arise.” When asked about the openness of superiors to
new ideas (TS2), TT2 said:
In my opinion, our principal is a positive and open-minded person. He even
receives my suggestions about candidates for new teachers to hire. When he’s
going to have a meeting, he first asks for opinions and information from the
teachers and staff then uses that for his discussions.
When asked about how well tasks were delegated (TS6), TT1 said: “Delegation of
authority is a touchy subject. Our school’s principal prefers to be the first one to handle
major issues.” The fact that their principal had a television screen that showed various
camera feeds from across the school was mentioned to TT1, and he was asked whether
the principal was also monitoring in-class activities and wanted to handle issues there.
TT1 replied: “No, of course not.” When asked about how they reflect upon their own
mental models (TS10) they replied:
I like to reflect on the mental models I have, but this is hard to do. I don’t even
have enough time for personal activities and hobbies, or visiting with friends,
because of how much time my classes, family and especially my children require.
My Turkish culture encourages me to focus on work and family, so I don’t have
much time to think about my mental models. (TT1)
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When the Iranian teachers were asked about the openness of their principal to new
ideas (TS2), their responses were generally negative. IT1 said:
As we previously talked about, our education system follows a very hierarchical
system. Any new ideas we get are supposed to be from a higher level. So, our
principal is not open to new ideas from his staff or other teachers because that’s
what is expected of him: to follow the role given to him.
When asked if this meant the principal was not trusting of his staff (TS4), IT1 replied:
This is an important subject, but we [the teachers] know he has to follow the role
he’s given. His trust for us varies depending on the activity, and of course the
administrators who are religious have their own group of preferred teachers.
When asked how much the staff support each other (TS5), again IT1 continue with a
comment about the role of a hierarchical system:
I don’t think administrators in general help other teachers and staff to improve
their skills or knowledge, but this is because they aren’t told to do so by the
higher levels of the education system. As an example, one administrator punished
a student by kicking him so hard that he was knocked on the ground and his
stomach and testicles hurt. The parents of this student took the administrator to
court, but it just meant the administrator had to pay a fine and he remained a
school administrator. Do you think this kind of person can support other teachers
to grow?
Likewise (in response to TS2), IT2 said “No, new ideas in our education system have
very few fans or supporters.” To elaborate on this point, IT2 continued: “All of the staff
here think that, because they know their responsibilities and what is expected of them, it’s
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not necessary to hear the opinions of others. We just look to the curriculum for ideas and
information.” Given the comments on poor administration, I asked about the policies for
hiring and assigning principals to schools. IT1 explained that it was corrupt and/or
incompetent:
It seems that our educational policies for administration selection is unrelated to
candidates’ efficiency at their job or their effectiveness. In other words, it doesn’t
matter their skill at the job or whether someone deserves a promotion to that role.
What matters is the relationship between someone and the person assigning them
the role of principal. Many principals I have known or heard about know nothing
about organizational behaviours, so they quickly create a hostile atmosphere
between the principal, staff, and teachers. Once this situation arises, the school
board has to remove him, but that just means he is moved to another school and
becomes the principal there.
Since there were also comments about problems with handling discipline of students, IT1
was asked whether these were policy-related problems and not just issues with the
administrator(s). His response was:
Discipline is poorly handled in our education system. Most of the time, students
and their parents want to solve these kinds of problems with very informal
methods. For example, one time a teacher punished a student by hitting him. The
student’s father later came to the school and attacked the teacher, even telling his
child ‘go ahead and beat the teacher like he beat you.’ This is illogical; we need
rules that make more sense than this.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
185
When asked about how well they reflect on their mental models (question TS10), IT1
said: “In Iran, it is too hard for a teacher to discuss his mental model. The government is
sensitive about these issues, and our government prefers to design a model for all
teachers.”
Table 4.14.
Interview questions for teachers for the Transforming structure factor
Shorthand

Question

TT1

How many levels of management does your school have? What about in the whole school
district?
Do you think there are unnecessary levels of management? If so, how well do you think
these levels can be removed?
How responsible are your superiors for developing learning in other staff members?
How does your school approach teamwork among students? Among staff members?
What is the definition of responsibility in your school?
What opinion do staff members have of responsibility? (e.g., is it assessment? their job?
regulation of their work?)
Does your school have many boundaries between teams or groups of people? If so, describe
them.
How well can various staff members share information with each other?
How well does information from students travel up to the principal? To higher levels of
administration in the district?
How aware are the various teams of their responsibilities towards students?
What kind of authority is delegated by administrators? How much, if any, authority is
delegated?
Do administrators like this delegation? Do you like it?
How common is it for staff teams to cooperate? What is the general opinion of this?

TT2
TT3
TT4
TT5
TT6
TT7
TT8
TT9
TT10
TT11
TT12
TT13

Transforming structure. When the Canadian teachers were asked to describe the
structure of their schools (TT1), CT1 indicated: “We have four levels in our school: from
the principal, down to the vice-principals, and then staff and teachers, and students. I
think all these level are necessary.” When asked about distribution of decision making,
particularly with respect to Tannenbaum and Schmidt’s theory (TT11), the teachers gave
similar responses: “Decision making is a difficult issue to analyze. In my school, based
on your description, our principal uses a top-down approach and I think it would be
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around level five [for Tannenbaum and Schmidt’s theory].” (CT1); “As I previously
mentioned, I don’t think we have a democratic style of administration. Given your
description, is there a level between four and five? I think that’s where our school fits”
(CT2).
When the Turkish teachers were asked to describe the structure of their school
(question TT1), they gave a description similar to the Canadian teachers: “In this school
we have four levels: the principal, his vice-presidents, the staff and teachers, and then the
students.” (TT1) When asked whether the principal encourages teachers to improve
themselves (question TT3), TT1 said: “It’s not necessary to tell us that we have to learn
new things, we [the teachers] already know this.” When asked whether the principal
could give opportunities for improvement (a rewording of question TT3), TT1 continued:
“Actually, in this school we have library with many books. So, we can use those to
improve our understanding.” I asked TT1 for more information, by asking whether the
principal, for instance, buys a book, reads it, and then suggests it to others or if he gives
books to teachers as a gift for some reason (as an example for question TT3). TT1
replied, “we don’t do those things.” When asked whether the teachers try to help the
students improve, other than just teaching them the necessary content (question TT4),
TT1 answered:
I’m not sure about others but as a teacher, or as part of a group of teachers for the
same subject, I want to recognize my students’ needs and try to solve them. Our
responsibility is to give up-to-date information to students and then evaluate their
learning with different kinds of methods, like an oral exam, diverse assignments,
and written exams. However, as a group, our responsibility is to find new subjects
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and teach new information that help students to increase their knowledge so that
they can be accepted into universities with a high rank; we know they will have
difficult tests and competition from other students in the near future.
When asked whether the principal or teachers delegate decision making (question TT11),
TT1 answered: “I prefer to see all of the expected roles and responsibilities of members
of this school known and followed. Our principal agrees, and likes to make sure we have
clear responsibilities.” When asked whether anyone can talk to the principal, or members
of the school can only talk to the people directly above them in the hierarchy (specific
version of TT8), TT1 said: “Of course, students are free to visit their principal, and talk
with him about any subject.”
For the Iranian teachers, when asked about the structure of their school (question
TT1), they provided the same response as the others: “We have four levels in our school:
principal, vice-principals, teachers and other employees, and students. I think this is
acceptable, and our system doesn’t have unnecessary levels within the school” (IT2).
When asked about how the principal encourages the teachers to improve (question TT3),
IT1 replied that this did not happen:
No, our principal never encourages or asks us to learn new things. I think we
talked about this already; the principals have to follow the rules given to them
from Tehran [Iran’s capital]. Because of how centralized the education system is,
principals, teachers, other staff and even students are limited in what they can do
and how they can develop regarding their responsibilities.
When asked about how well the teachers work in a team (TT7), both teachers explained
that teams for staff are effectively non-existent. IT1 explained:

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
188
We don’t have a formal team in our school for exploring good method(s) for
learning, nor even for sharing opinions or findings. Sometimes though, two or
three teachers get together as an informal group and discuss their teaching method
and other subjects.
Similarly, IT2 said: “Teamwork exists in our education system symbolically, but we are
very unsuccessful in how it is applied.”
Students’ Responses
Like the sections for teacher and principal responses, the questions for the
students follow the six INVEST factors and the specific questions asked are listed in a
table before the responses.
Table 4.15.
Interview questions for students for the Inspired learners factor
Shorthand

Question

SI1
SI2
SI3
SI4
SI5
SI6

How motivated are you to learn? Why?
What do you think is the source of your motivation to learn?
Who do you feel is responsible for your learning? Why do you feel this way?
What do you think of self-actualization?
What about group-actualization?
Do you think self- and group-actualization are necessary things to achieve? Why or why
not?
Do you believe that self-actualization should be a personal objective? Why or why not?
What experience or value do you gain from mistakes, if any?
Do you think each person has an opportunity to grow from their experiences, both good and
bad? Why or why not?
What are your thoughts on self-improvement? Do you think this is necessary?
Do you believe that self-improvement should be a personal objective? Why or why not?
How motivated are you to learn new things?
How motivated do you think other students in your school are to learn new things?
How motivated do you think the teachers in your school are to learn new things?
What relationship do you think exists between someone’s learning and his/her
performance?
What do you think of the status quo of your school?
Do you think others would agree or disagree with you?

SI7
SI8
SI9
SI10
SI11
SI12
SI13
SI14
SI15
SI16
SI17
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Inspired Learners. When considering the Canadian students, they were both
motivated in school by a desire to get to university (response to SI1). For example, CS1
said: “My motivation for learning is a degree from university. I would like to be a
biologist; hence, I have to study hard. … I believe all students have opportunities to grow
[in experience] and learn from other students.” Similarly, CS2 said “My motivation for
learning is having a future with a stable job, so I would like to go to university.
University is important to me because I believe I can find a job with a university degree.”
When CS2 was asked for more detail, he replied with “I would like to get a Master's
degree. But I don’t think I need a PhD actually. It would depend on the situation.”
Personal effort was an important source of motivation (SI2): “Learning in my school
depends on ourselves” (CS1). At the same time, learning from mistakes was not seen in a
positive light (response to SI8): “we do not have time to make mistakes because I have to
go to university and I try to control myself in all aspects” (CS2). In terms of motivation
from the school though (SI3), CS1 described a policy that was undesirable:
In our school learning means studying our courses very well. … We have a
punishment system where, if we didn’t do our homework well, we are forced to
stay at school in our class for one hour by our teacher. During this time we have
to work on our assignments.
Similarly, CS1 stated that the workload required significant time: “I don’t have time for
studying materials that aren’t related to my school’s subjects.” In terms of the teachers
though (SI16), CS1 said: “My school has some good teachers and a safe atmosphere. Of
course, we have some bad teachers too.”
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Like the Canadian students, the Turkish students were motivated by a desire for
career-related education (response to SI1): “I would like to go to medical school. So, I
concentrate on my courses and just study my schoolbooks. This goal of entering medical
school is encouraging for me” (TS1). The students also agreed that their own effort was
important for learning (response to SI3). For example, TS1 said: “I’m responsible for
learning new knowledge and skills.” Both students also thought highly of their school
(SI16), because of its reputation. TS1 said: “My school ranking is perfect because it’s
between three high-ranking schools in Turkey. Therefore, we have to study, study,
study.” Likewise, TS2 said: “My school is the best school in Turkey! I entered here with
a good situation since many students’ dream to come here. I’m a lucky person to be
here.” When discussing the motivation in terms of course activities (response to SI6),
TS1 said:
Our group activities depend on our teacher and the course. For example, in our
German language class we have an exchange program: we spend one week in
Germany with a German family, and their kids spend one week with us. Although
the students’ families are responsible for helping with the exchange, the
arrangement is with the students. I found the German families to be very polite,
perhaps because they know their children will be in our house in the near future
[she laughs]. I didn’t hear about students being harmed, abused, or involved with
indecent behaviour; probably because their children will visit our families too, so
we all want to get along nicely. They help us to learn the German language very
well and we (even our families) have the same responsibility for Turkish. Even

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
191
with Skype, WhatsApp, and other software we regularly talk to help learning
these languages.
Despite the individual desire though, it is clear that family involvement is also strong at
this school. In addition to the previous example with the exchange program, TS1
mentioned: “I would like to learn more by myself but my parents, and my brother who is
a medical student, help and guide me with my school work.” When asked about learning
from mistakes (SI8), the students indicated it was difficult since mistakes were
unacceptable: “We don’t have time to make mistakes. Our school doesn’t allow it, and
my parents don’t allow it either. We have to do what is expected of us by our school and
parents.” (TS1)
At the Iranian school, some of the comments were similar. For example, the
students were still motivated by a career and university but were less optimistic (response
for SI1): “I’m motivated by goals for my future, like a university degree and a good job,
but I know that even with a university degree we [students] will not be able to find job.”
In talking about the role of their teachers (one answer to SI16), the students were
somewhat pessimistic: “Many teachers in our school don’t teach very well, and they
invite students for private tutoring classes that they run on the side” (IS1), “Our teachers
teach well, but only one encourages us with a positive attitude and kind behaviour [for all
the students]” (IS2). However, it seems that some of the teachers are trying to help the
students: “Some teachers want to design a future for us, with and without a university
degree involved, so, that can be motivating” (IS1). These students felt the teachers were
not particularly interested in improving (response to SI14): “Our teachers teach a course
and we have practice by doing assignments. We never enter a class knowing what the
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topic will be” (IS1). When asked about learning from mistakes (SI15), the students felt
that making mistakes was unacceptable: “Sometimes we have an opportunity to learn
from our mistakes, but we often lose marks this way. So, the cost of making mistakes is
usually high. My family, especially my mom, doesn’t want me to make mistakes.” (IS1);
“I’m in high school, with two years left to graduate. I can’t afford to make mistakes,
that’s what I’ve been told.” (IS2). Another comment from IS1 also indicates that students
were only somewhat inspired by their school work (response to SI13): “Although
students practice the schoolwork each day, we [this student and his group of friends] have
learned to study well during the exam period.” Further comments from IS1 indicate the
negative attitude some students have of their school: “We talk between our friends that
school is the same as prison, and we have to stay there for six hours per day with some
breathing time between each class like a prisoner would get.” A longer comment from
IS1 also shows the relationship between what inspires students to learn and technology:
Families have to control children during the exam period. This time my mom took
my cellphone so I would stay focused on school, but I had no cellphone for 6
months! I got it back last month. It’s normal for adolescents to have cellphones,
even in some classes we play with our phones. The teachers usually take them and
send them to the principal’s office, so our parents have to come to school and get
our cellphones back. But I believe we learn more from our cellphones than from
teachers. I think it’s a good method for self-improvement. I believe student can
improve themselves by using the Internet, computers, and cellphones.
To get a sense of the school life that these students experience (another response to SI16),
here is a comment from IS2 describing his school:
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I am studying in a “Nomoune Dolati,” a good place for public school students.
Students in these schools have good scores and these students are selected among
other students. Our courses are the same as other schools though and my field is
human science [Humanities]. In this field we study courses like Arabic language,
English language, and Persian language [all 3 languages], history of Iran and the
world, historical literature, Philosophy and dialectics, psychology, sociology,
religious approaches, geography, and so on.
Although IS1 and IS2 went to the same school, they had different areas of specialization.
The type of school they attend (Nomoune Dolati) is free to attend, like all public schools,
but requires passing an entrance exam. Note also that these students are from a Turkish
background, and their school involves learning 3 languages but not their mother tongue.
This has been a consistent problem with that area of Iran (see Tabrizi, 2013).
Furthermore, IS2 mentioned other aspects of their school life (another response to SI16):
“Since all [male] students in Iran have to pass a course about military readiness, we have
to go to a shooting range regularly;” “We go to a camp too sometimes but we do not
sleep there;” and “A clergyman comes to our school once per week and students can ask
them questions about religion.”
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Table 4.16.
Interview questions for students for the Nurturing culture factor
Shorthand

Question

SN1
SN2
SN3

What are some principles of your school for personal learning?
What are some principles of group learning?
What happens if you, or other students, try to go above and beyond expectations? (e.g., are
they rewarded, what kind of reward, are they ignored, is there jealousy from colleagues,
etc.)
What support do you think the general climate of your school gives for mutual respect,
precision, and trust?
What are your opinions of learning from daily experiences and logical debates?
Do you feel these are worthwhile activities?
What do you think of brainstorming or consulting with other students?
Do you think other students feel the same as you?
What do you think of brainstorming or consulting with teachers?
Do you think the teachers feel the same as you?
What is your school’s policy, if any, on learning from mistakes?
What is your school’s policy, if any, on rethinking (e.g., metacognition) and reviewing?
What is your school’s policy, if any, on self-directed improvement?

SN4
SN5
SN6
SN7
SN8
SN9
SN10
SN11
SN12
SN13

Nurturing Culture. In all three countries students had not heard terms like
organizational learning, brainstorming, metacognition or collaborative learning. Since
some of the questions were about those topics, I described them for the students.
The Canadian students, when asked about organizational or collaborative learning
(SN2), replied that these were not practiced in their schools. CS1 said: “We don’t have
group or organizational learning. Actually, I prefer to study alone. Sometimes we have
group activities in our courses, but those are just about the topics in that course.”
Similarly, CS2 said: “We are free to talk about our opinions in class, but our teachers
didn’t talk about collaborative learning, metacognition, or critical learning, and anything
like that.” In terms of brainstorming techniques (SN9), CS1 suggests that it was mainly
sharing opinions: “We don’t have any opportunity or time to find a new method for
solving our assignments, like our mathematics assignment. Our teachers don’t use that
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brainstorming technique, but we are free to talk about our opinion.” When asked about
learning from mistakes (SN11), CS1 laughed and said, “Yes, I learn from my mistakes
but I don’t like to do it. My mom says that I am a perfectionist.” And when
metacognition was described for CS1 (for question SN12), the response was “This
sounds like a good method for learning but my teachers didn’t talk about it.”
The Turkish students gave similar responses in terms of metacognition and
brainstorming methods. For instance, when the terms were explained (for question SN12)
TS2 said “We don’t have those in our classes.” However, the students gave some extra
comments that indicate how they can sometimes share their opinions (for question SN9).
TS1 explained:
Teaching is very important here, because if we get low marks then we can’t stay
in this school. Our environment is safe and I have good classmates. We have to
follow this school’s expectations for us and we never talk about it, even in terms
of teachers.
TS1 was asked to clarify, whether the teachers behave strangely or abusively. The
response was: “No, of course nothing like that, but I don’t like to discuss with my
teachers in class if there is a problem. I prefer to talk to him/her alone.” TS1 was asked to
elaborate why she preferred to talk with teachers alone, and she answered:
For example, many students don’t practice any religion in their family and our
“religious insight teacher” started a discussion about religious behaviour. One of
the students disagreed with him, but I noticed that it’s not necessary to be serious
about these topics; that course was the same as other courses, I just have to pass it
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[the student looked away at this point, as if checking to make sure no one else was
around to hear her comment].
Similarly (another response for SN9), TS2 said, “I don’t like to talk about my opinions in
class; my duty is learning, hence, I am serious about it.” When asked about learning from
mistakes (SN11), TS2 said: “As students, it’s acceptable for us to make mistakes but I
myself would like to act very well. My mom calls me a perfectionist.”
The Iranian students responded the same when terms like metacognition were
explained (question SN12): “Metacognition and such are not methods which our school
uses” (IS2). When collaborative learning was described (question SN2), IS1 said: “We
don’t have group activities in every class, and of course the school principal is 100%
against it. Some of our teachers are positive about it, but my classes we’ve only had them
once or twice.” Similarly, when brainstorming was described (SN9), IS1 said, “That can
be a good method but we don’t use it. On the other hand, in our society there are some
things we can’t share our opinions about and other times we cannot talk about our
opinions at all.” When asked to explain what methods were popular (SN11), IS1 replied
with “Well, experience is a good method for learning but it’s not easy” and IS2 said “Our
school’s policy, like other schools, is to teach subjects that are important for the Konkour
[the university entrance exams].”
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Table 4.17.
Interview questions for students for the Vision for future factor
Shorthand

Question

SV1

Does your school have a vision or mission statement? If so, what do you think of it? How
clear is it?
How well do you think other students understand this vision? What about the teachers?
How committed are you to this vision? What about other students?
How committed do you think the teachers and staff are to this vision?
How available is this vision for students to read, review, and/or discuss?
How well do you think this vision could transform students? What about transforming the
teachers?
How well does this vision prioritize learning to cope with future uncertainty?
How well does this vision shape the future of the school?
How achievable do you think this vision is? Do you think other students would agree with
you? What about the teachers, would they agree?
How consistent do you think your activities are with this vision? Do you think your teachers
would agree with you?
In this vision, how important is learning for all institutional levels of your school?

SV2
SV3
SV4
SV5
SV6
SV7
SV8
SV9
SV10
SV11

Vision for the Future. The Canadian students did not know if their school had a
vision (question SV1). CS1 said:
Vision for my school? I don’t know. But my vision is University. We don’t have a
prevalent slogan in our school, and my teachers never mentioned one. I certainly
believe other students, my classmates, have no idea about our school’s vision. We
defined some objectives for ourselves, and sometimes we discuss those, but that’s
all.
Similarly, CS2 said, “Honestly, I don’t know my school’s vision and mission, but I can
guess it. Its mission is to help students to understand the knowledge in our text books.”
For the Turkish students, the comments were similar. TS1 explained (in response
to SV1): “Even if I didn’t see or read about our school’s vision, I believe I can study well
and continue my education in upper levels. I think other students justify this option for
themselves. I have some close friends and we discuss about our future, but this vision

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
198
belongs to us.” Likewise, TS2 said: “Some teachers informally talk about our future, but
it’s not a vision. That is just something to motivate us to study harder.” The principal of
this school, as will be shown later, believes the school does have a vision and that it is
written on a board in the office. When I mentioned this to both of the students, they did
not think it was the school’s vision. TS2 said “Yes, we studied that, but it’s just about the
history of this school.”
Similarly, for the Iranian students, they did not know if their school had a vision
(question SV1). IS2 said: “I haven’t seen or heard about my school’s vision. I don’t think
other students know about it either. But I know the number of students who pass the
Konkour exam is important for our teachers and principal.” IS1 gave a similar answer:
Our teachers give us different assignments and one of them is an oral exam. We
stand in front of other students in class, and the teachers ask us questions that we
have to answer, but we have to give answers that our teachers want to hear. We
learned we have to follow what the teachers’ want 100% for this type of exam,
and then we’ll be able to pass the Konkour. Perhaps that can be the vision for our
school, principal, his vice-principal, the staff, and our teachers [the student said
this last sentence sarcastically].
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Table 4.18.
Interview questions for students for the Enhanced learning factor
Shorthand

Question

SE1
SE2
SE3
SE4
SE5

How widely used is mentoring in your school?
How systematically do you approach your work?
How systematic do you think other students approach their work?
How systematic do you think teachers approach their work?
What additional learning resources are available for students to improve themselves? (e.g., free
learning, e-learning) How widely used are these learning resources?
How regularly do your teachers use “learning in action” for students?
How well does your school cooperate with other organizations?
What methods, if any, does your school use for detecting and discussing the mental models of
students?
How well do your teachers support and facilitate learning? Do you feel as though they only teach
material?

SE6
SE7
SE8
SE9

Enhanced learning. For the questions in this section, I again had to explain
several terms but this also helped to ensure all the students understood the questions. The
Canadian students said that only some of the enhanced learning tools were used in their
school. For instance, in response to question SE1, CS1 said, “I believe my school doesn’t
use a mentoring system because the number of students in each class is important.
Depending on the class we have approximately between 25 and 28, sometimes as much
as 30 students.” In response to question SE5, CS2 explained: “We don’t have learning
labs, but teachers use videos and computers in our classes.” Similarly (question SE5),
CS1 said: “We have a library with many books on its shelves, but we don’t have time to
read them. We go to library only near exam time.” Further explaining the learning
methods used (question SE4), CS1 said: “Our school simply uses a traditional model. The
teachers teach a course and we have to learn the material. Our school’s responsibility is to
graduate successful students who go to university.” Similarly, CS2 said: “My teachers
use a push system of sending us information. They don’t use a pull one.”
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The Turkish students did not have much to say about the technology and learning
materials of their school (question SE5). TS2 said: “Our school has a wonderful library,
but many of the subjects are old. Students prefer to study in their home, but if there are
group activities then we work in the library.” When asked about how the teachers work
with students (question SE4), TS2 said:
Our teachers have time for us after class, but I prefer to solve my problems [for
school assignments] by myself. For some minor issues I went to a teacher’s
office. I prefer to talk with my family about my goals though, because I believe
they can help me better than anyone else, even my teachers. My teachers just
teach courses, even though I believe they want to teach us well.
Similarly (for question SE4), TS1 said: “I believe our teachers are like everyone else, but
they are just a little more religious [smiling]. They teach courses and we have to submit
our assignments on time.” This student then continued, “But students are different. We
have a lot of competition between us, so we have to study hard every day and every
time.”
For the Iranian students, a good summary of advanced learning techniques can be
seen from IS1’s comment (response to question SE1): “In my school, mentoring, a
systems approach, or other methods like that are not practiced.” Similar to the Canadian
students, IS2 indicated that lack of time for students might restrict the possibility for
mentoring (response to question SE1):
Any enhanced learning that happens depends on students, because our teachers
are teaching all of the students. They don’t have enough time to work with each
person. Our classes have roughly 30 students, and for a 90-minute class that gives
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only three minutes for each person! So, we have to enhance our learning outside
of class.
For how the students might try to enhance their learning on their own (question SE5), IS1
explained: “I have a strategy for handling my courses. I pay attention in class and learn
there, and then I continue studying the material outside of class. My parents often help
me with studying at home.” Likewise, IS2 mentioned a library and how it was used
(response to SE5): “We have a library that the students elect a librarian for. I don’t like
going there, and other students are like me. However, during exams we have to go there
because it’s the best place to study together.”
Table 4.19.
Interview questions for students for the Supportive management factor
Shorthand

Question

SS1
SS2
SS3

How well do teachers and administrators accept new approaches?
How well do teachers and administrators help the school achieve the school vision?
How much trust do teachers and administrators have of students? How much supervision is
required of you and other students?
How actively do your teachers support you and other students in continual learning and
personal growth? What about administrators?
What effect do you think there will be on school performance if teachers delegated more
authority and responsibility to you? What about to your fellow students? Do you think your
teachers would agree with your analysis?
What do you think is your fundamental role in the school?
What do you think is the fundamental role of teachers in the school? What about the
principal and other administrators?
How much does the administrative staff of your school empower students?
How much do your teachers encourage you to think about and review their opinions?

SS4
SS5

SS6
SS7
SS8
SS9

Supportive management. When the Canadian students were asked about their
relationships with teachers (question SS4), CS1 said that:
It depends on the teacher. Some of my teachers are positive, encouraging, and
supportive and they like to hear our opinions and ideas. Most of them are just
focused on teaching the stuff we need to know for class. I know I haven’t received
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they’re usually only interested in keeping us quiet and paying attention in class
and testing our knowledge with exams.
These comments were echoed by CS2, who said: “Our teacher’s main role in class is to
teach us and test us with exams.” When asked about the school administration (question
SS3), the response from the students was similar: “Our principal likes monitoring what’s
going on the whole time. Usually she walks around the school, looks to see what people
are doing, and such. We think she’s too serious, but that’s all we’ve ever seen” (CS2); “I
think our teachers’ committee is focused only on their own field. So, the math teachers
get together in their group and talk about how to teach us math better” (CS1).
The Turkish students had similar comments to give. For instance (in response to
question SS4), TS1 said: “Students are responsible for studying, and teachers are there to
make us learn through assignments, exams, and oral evaluations.” Likewise (for question
SS4), TS2 said: “When I talk with my mom and dad about school, I notice that the
schooling is the same. The only difference is that I have to study for one more year, and
it’s for learning German.” In terms of how the teachers include students in more detailed
discussions (question SS5), TS1 said that:
We [students] aren’t involved in any decision-making, the teachers don’t involve
us in that. Like I said before, our school doesn’t use metacognition, collaborative
learning, or any of those. At the same time, I don’t like to give suggestions for my
school because some of our teachers don’t want to hear about new ideas.
Despite these comments, TS2 suggested that not all teachers are like this (another
response for SS5): “Our German language classes are different, we have more support.”
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Turkey and we have to study really hard. Sometimes this helps me improve, so that could
be considered supportive, but I honestly don’t have time for anything else” (TS2).
For the Iranian students there were some similar observations. For instance (in
response to question SS4), IS1 said: “Our education system is quite traditional. It’s
almost the same as for my parents, and even my grandparents: teachers teach the material
and students practice it and do assignments.” In contrast though, IS2 said, “I think my
parents had a better situation for learning. They could find good books on the black
market. We have the Internet and cellphones, but students just memorize the material.” In
terms of whether teachers are open to new ideas (question SS1), IS1 seems to think it is
possible: “I think our teachers are interested in new ideas and want to hear from us, but
the students aren’t interested in that. Maybe the students never learned about this.”
Related to this (another response to SS1), IS2 suggested:
Since my area of study is the human sciences, logically we could talk about
anything and I think my teachers would be happy to do that. But, many of the
students enter this field because they can’t join another field like math or science.
However, as an alternative, IS2 only said: “I think the ministry of education should
change this policy and give more attention to this field.”
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Table 4.20.
Interview questions for students for the Transforming structure factor
Shorthand

Question

ST1

How many levels of administration do you think your school has? What about in the whole
school district?
Do you think there are unnecessary levels of administration? Why or why not?
How does your school approach teamwork among students?
What is the definition of responsibility in your school? What do other students think about
this definition?
Does your school have many boundaries between people? If so, describe them.
How well do you get information about what is happening in your school?
How well can you give information about your school (e.g., your opinion on something that
needs improvement) to your teacher? to your principal?
Do you think the administration of your school cares about your feedback? Why?
How common is it for teachers to cooperate?

ST2
ST3
ST4
ST5
ST6
ST7
ST8
ST9

Transforming structure. For the Canadian students, they had limited knowledge
about their school’s structure and administration (question ST1). CS1 said: “I think we
have four levels of administration: a principal, his vp [vice-principal], teachers and then
the students.” When asked if any of these were unnecessary (question ST2), CS1 said,
“These levels are ok.” When asked about how the school structure can help improve
students (question ST4), CS2 said, “The responsibilities for my school include
monitoring students, to see if we’re present or absent, and teaching. My teachers never
talk about improving our behaviour, we just learn new ideas and some skills.” When
asked about engaging with the administration (question ST7), CS1 replied “Yeah, we can
visit any of those people, but I don’t want to transfer my problems to the principal.”
When CS1 was asked to elaborate, all he said was: “New or bad teachers are a common
problem for us, but I don’t like to talk with our school principal about it. I think she just
has to tolerate them.”
The Turkish students described their school in a similar way (question ST1): “In
our school I think we have four levels, with the students of course. That’d be the
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whether this structure seemed good (question ST2), TS1 agreed: “Yes, the structure’s
fine. Our school doesn’t have unnecessary people, though the learning part starts with the
teachers and ends with us.” When asked about whether the different levels of this
structure offer support (question ST7), the students were somewhat negative about this
topic. TS2 said: “Students are free to visit the principal’s office and talk with him
whenever, but I prefer not to do that. I think I can solve my own problems, without using
his method.” Similarly, TS1 said:
I don’t like to have general discussions with my teachers in class. [This student
referred to an example of a classmate having a discussion with the religion
teacher.] I think some of the teachers don’t like to have discussions, and many of
them don’t seem open to our opinions anyway.
When asked about the responsibility that the various people in the school have (question
ST4), TS1 replied: “In my school, there are two responsibilities: teaching and learning.
The teachers’ responsibility is to teach us material, and the students have to study and
learn it.”
When the Iranian students were asked about the structure of their school (question
ST1), they replied in the same way as the other students: “In my school there are four
such levels: the principal, his vice-presidents, the teachers, and students” (IS2). When
asked about how well these levels work together (question ST2), IS1 replied:
I don’t have enough information about the different levels of administration in our
school. However, I don’t think there’s much control over our teachers’ activities
in class. For example, for the last two years our mathematics teacher hasn’t taught
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us well at all. To get a better understanding of the material, my parents have to
pay him money so we can attend his private lectures outside of school.
When asked about the relationship between the principal and students (question ST7),
IS1 said: “Our principal is a supportive, encouraging, and open-minded person. His goal
is to increase the number of students who can pass the Konkour exams.” However, IS2
commented: “Students don’t like going to the principal’s office. However, his door is
open for us whenever we want to speak with him.”
Summary
In this chapter the results of the study were presented. This chapter was divided
into five main sub-sections: the education systems in the studied countries, details of the
participants, and responses from the principals, teachers, and students. The summaries of
the education system in the studied countries as well as the details of the participants give
context for the interview comments and helps with the analysis conducted in Chapter
Five. The questions were organized in terms of the six INVEST factors, so that the
comments can be associated with each factor to more easily conduct the analysis of how
well the studied schools are learning organizations.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Chapter Five: Analysis and Findings
In this chapter, I will analyze the self-report data for the Leadership Styles and
Organizational Structure dimensions that was presented in chapter four. In particular, the
analysis will be framed in terms of a Learning Organization, since this provides a good
foundation of both leadership and organizational structure for a potential model of
educational leadership in global society. As such, the data will be analyzed in five ways:
the Tannenbaum and Schmidt (T&S) leadership continuum (RQ1 & RQ2), characteristics
of leaders (RQ3 & RQ4), learning organization principles (RQ3 & RQ4), the INVEST
model (RQ3 & RQ4), and an integrated cross-case comparison. This analysis will provide
a foundation for the educational leadership model (RQ7), as discussed in Chapter Six.
The remaining research questions are addressed in Chapter Six.
First, the T&S continuum will be used to analyze the organizational structure of
the schools (i.e., how vertical or horizontal the structure may be, as manifested in how
different leaders behave). The T&S continuum is described in more detail in Chapter
Two; briefly, the continuum is separated into seven levels, with level one representing the
highest degree of hierarchy and centralization of decision-making (i.e., a rigidly
hierarchical structure) and level seven representing the highest degree of decentralization
possible while still retaining a leadership role (i.e., a flexible vertical structure).
The next three ways are different models that help to describe the concept of a
learning organization from different perspectives. These perspectives have been directly
addressed in the literature review, as noted in the introduction to Chapter Two. Figure 5.1
shows these three models and their components. Each model has been previously
explained in Chapter Two, but will be described again briefly in the corresponding
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section below. The left column describes the characteristics of a leader in terms of how
well that individual would support or promote a learning organization approach (Senge,
1990). The middle column describes the five principles that individuals need to follow in
order for a learning organization to function (Senge, 1990). The right column describes
the six dimensions of a learning organization (INVEST), which help to identify the
degree to which any organization could be considered a learning organization (Pearn et
al., 1995). Although Figure 5.1 shows these three levels, it is not intended to depict any
relationships that may exist between them; in other words, the characteristics of a leader
may or may not be related to the INVEST dimensions: any such potential relationship is
not shown in Figure 5.1.
The integrated analysis is meant to identify patterns within a case study and
across the various case studies. In the analysis of the INVEST dimensions, each case (i.e.,
school in one country) is analyzed separately. In the integrated analysis, each type of
participant is compared across the various cases (e.g., Canadian principal compared to the
Turkish principal and then to the Iranian principal in terms of INVEST dimensions) and
the cases themselves are compared (e.g., Canadian school compared to Turkish school).
This analysis will primarily rely on the INVEST dimension data.
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Figure 5.1. The three models that are used to analyze the study results.
Although the participants were asked questions regarding the INVEST
framework, these questions were designed by me so that they could also be used for the
other kinds of analysis (the T&S continuum, the leadership characteristics, and five
principles of learning organization). To determine the scores for this analysis, I
interpreted the participants’ responses based on what each level represented (described in
more detail below). Although the standard against which I compared the comments were
developed by others, the exact method of interpretation based on the questions I asked
has not been previously explored or validated. Further, I collected information from the
participants and drew conclusions about these data, but did not in all cases have
opportunity to ‘member check’. Consequently, this may limit the reliability and validity
of the findings. Based on the results presented here, this approach seems an appropriate
one to take but further validation studies of the scoring mechanisms need to be
conducted, especially since the interview questions were designed to be open-ended.
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The rest of this chapter is divided into several sections. First, the school leaders
(i.e., principals and teachers) are analyzed according to the T&S continuum. Second, the
school leaders are analyzed according to the three characteristics of learning organization
leaders. Third, the school leaders are analyzed according to the five principles of a
learning organization. Fourth, the school for each country is analyzed according to the
INVEST dimensions. The fifth section of this chapter contains the integrated analysis and
indicates potential areas of improvement.
Analysis using the Tannenbaum and Schmidt Leadership Continuum
To address research question two, the principals and teachers of each school were
analyzed according to their level along the T&S continuum. As previously mentioned, a
score of one on the continuum means the leader is highly authoritarian and controlling of
the decision-making process while a score of seven means the leader is very democratic
(i.e., not only open to the opinions of others but actually allows others to participate
significantly in the decision-making process). The analysis for this section was conducted
by looking at their comments to see how controlling they were over the decision-making
process, how open they were to suggestions from others, and whether others were part of
the decision-making process. For instance, the comments were analyzed to see if the
principal made decisions with or without input from teachers, whether teachers were
included in meetings for important decisions, and whether students were included in this
process as well.
The data for the principals and teachers is shown in Table 5.1 below. As can be
seen from that table, the Canadian school had a higher ranking based on both the
principal’s and teachers’ higher level of willingness to engage with others as part of the
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decision-making process. For the Canadian principal, this meant that he not only received
comments from teachers but also included these comments to some degree in the
decision-making process. For the Canadian teachers, their score meant that they were
inclusive of the opinions, needs, and concerns of the students in how they organized and
ran their classes. Furthermore, the students actually helped to make various decisions
with respect to how the class was going to function. The principals and teachers of the
Turkish and Iranian schools received the same ranking as each other, but it was lower
than the Canadian principal and teachers. The principals and teachers of the Turkish and
Iranian schools were open to getting comments from others but did little to include them
in the decision-making process or running of their classes.
Table 5.1.
Ranking of principals and teachers along the T&S continuum
Canada

Turkey

Iran

T&S ranking of principals

5

3

3

T&S ranking of teachers

6

3

3

Analysis using the Learning Organization Leader Characteristics
The Learning Organization Leader Characteristics model, as shown in Figure 5.1
as the left column, involves analyzing a leader according to three characteristics: teacher,
steward, and designer. Each principal and teacher was analyzed in terms of the degree to
which they reflect Teacher, Steward, and Designer characteristics. These three
characteristics are described in more detail in Chapter Two. Briefly, having Teacher
characteristics refers to having the ability to mentor, educate, and guide others in their
development (Senge, 2002), and corresponds to the Enhance Learner component of the
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INVEST model. Having Steward characteristics refers to having the attitude of being a
servant of others rather than seeing oneself as inherently superior (Covey, 1990), and
corresponds to the Supportive Management component of the INVEST model. Having
Designer characteristics refers to having the ability to design the systems and processes
that enable the organization to create and promote growth (Senge, 2002), which
corresponds to the Transforming Structure component of the INVEST model.
This analysis was conducted by examining the comments of participants to see
how their answers align with the definition of each characteristic. Since there are no
instruments yet for measuring these characteristics, the analysis was conducted by
defining three general levels (good, moderate, and poor). For example, a ranking of
‘good’ for the teacher characteristic means a person engaged in mentoring and
empowering others, had an active learning approach, and engaged in learning himself or
herself. A ranking of ‘poor’ meant a person did none of these, or only did them rarely,
while a ranking of ‘moderate’ was meant to capture the situation where some of these
topics were discussed but not all of them.
Tables 5.2 (below) and 5.3 (later in this section) show the levels that resulted from
the analysis for the principals and teachers respectively. These levels were determined
based on the various example quotes provided in the rest of this section. It is also
important to note that, for this analysis, only the participants’ own comments were
examined. For example, analysis of a principal’s comments about the designer
characteristic did not include comments from teachers or students about the designer
characteristic. That kind of analysis occurs later in this chapter (the INVEST section and
the integrated cross-case section).
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Table 5.2.
Analysis results for Principals in terms of the three leader characteristics
Canada

Turkey

Iran

Teacher

Good

Moderate

Good

Steward

Good

Moderate

Moderate

Designer

Good

Poor

Poor

Analysis of Canadian principal. The Canadian principal ranked as ‘good’ for
Teacher characteristics because of how he emphasized learning: “I do mentoring …
because it’s part of my responsibility as a principal” (CP); “Sometimes I suggest to others
a book that I’ve read or studied. Sometimes the teachers and I discuss these books too.
But I don’t buy books for others, I’m not sure if they’d like the book” (CP); “in this
school, the staff and teachers know what their responsibilities are. So they can monitor
and organize their own responsibilities” (CP); and “I think our school is an alliance of
learning. The goal is to improve teachers, staff, and especially students’ motivation to
study and learn.” (CP)
The Canadian Principal was also ranked as ‘good’ for Steward characteristics.
This can be seen in several of his comments about a desire to learn from others, such as
“Of course, I’m open and interested in hearing about new approaches. As a PhD student I
want to hear the opinions of others and learn from them,” (CP) and “I believe all
principals have to help their staff and teachers learn, and sometimes the students too.
Some principals prefer to be formal about this, using a specific way of learning. I try to
be both formal and informal” (CP). It can also be seen in his willingness to allow others
to make their own decisions, rather than assuming his decisions were always the best: “I
like delegating some decisions and authority to others. If I have to make a decision in a

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
214
new area, I prefer making that decision in a group” (CP); “Our principal accepts new
approaches. He is a positive and energetic individual, who is very supportive of teachers
and staff.” (CT1); “Although he regularly uses a top-down method for management, he
also delegates authority depending on the situation. I know this because I’ve had several
opportunities because of him.” (CT1)
The Canadian Principal was also ranked as ‘good’ for Designer characteristics.
This can be seen in his comments regarding his willingness to allow information sharing
between individuals regardless of role, such as “We don’t have boundaries between these
groups. All of us can work together, talk to each other, and share our opinions” (CP), and
“Yes, my office door is open for all students and staff. I’m happy to hear from them, it’s
an important part of my responsibility.” (CP)
Analysis of Turkish principal. The Turkish principal was rated as ‘moderate’ for
Teacher characteristics. This can be seen in how, although he wants others to learn, he
also carefully manages their behaviour: “I monitor everyone’s activities in this school,”
(TP) and “Teachers can monitor the behaviour of students, and especially their success,
using different methods like an oral or written exam. These assessments are good tools
for monitoring students” (TP); “The teachers and staff in this school know their
responsibilities and what is expected of them, but our principal also monitors us and deals
with any conflicts or problems that arise.” (TT2)
The principal was also rated as ‘moderate’ for Steward characteristics. This is
because he wants to help others grow and to learn from them, but still considers the
approach to be taken as rigid and needs his approval: “my relationship with new ideas is
good. Of course, it depends on our school’s vision. It has to align with it since we cannot
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change the vision of our school” (TP); “I’m too busy of a person, but I would like to help
my staff and teachers learn and improve their ability to learn” (TP); “I give all of my
colleagues an opportunity to come up with their own ideas, and I support this process.
However, as I told you, I’m the one responsible” (TP); “Delegation of authority is a
touchy subject. Our school’s principal prefers to be the first one to handle major issues”
(TT1); “Of course, students are free to visit their principal, and talk with him about any
subject.” (TT1)
Lastly, the principal was rated as ‘poor’ for Designer characteristics. This was
because he supported a very traditional, hierarchical form of interaction between
individuals and limited the team approach that was taken: “There are teams but they
depend on their field of study. So, we have teams for mathematics, physics, general
science, and so on. They talk together to help develop each other’s knowledge” (TP); and
“Again, delegation of authority is a hard topic. I believe the teachers are well
experienced, so they know what is expected of them. Sometimes we talk about their
objectives, but it’s not a general discussion.” (TP)
Analysis of Iranian principal. The Iranian principal was rated as ‘good’ for
Teacher characteristics. For instance, his comments about the learning approach taken in
the school: “We don’t use the name ‘alliance for learning,’ but I think we act this way
both consciously and unconsciously” (IP); “We see the behaviour of other people and
learn from them how we should, or shouldn’t, behave” (IP); and “we don’t talk about this
normally. We don’t regularly examine other people’s behaviour, but sometimes teachers
want to talk about it and so we do.” (IP)
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He was rated as ‘moderate’ for Steward characteristics. This is because, although
he wants to be open to the ideas of others and consider himself at the same level, he still
tries to be inflexible and consider himself above the rest of the group: “I like to hear new
ideas from our students and teachers, but we have to follow the rules and guidelines from
the school board” (IP); “I trust my colleagues, but since I’m the one who is responsible I
have to consider all the sides of a decision” (IP); “I am responsible, so I prefer to make
major decisions, but I collect suggestions from others. So, I make the decisions but I use
my knowledge and the knowledge of my colleagues” (IP); “our principal is not open to
new ideas from his staff or other teachers because that’s what is expected of him: to
follow the role given to him” (IT1); “I don’t think administrators in general help other
teachers and staff to improve their skills or knowledge, but this is because they aren’t told
to do so by the higher levels of the education system” (IT1)
Lastly, he was rated as ‘poor’ for Designer characteristics. This is because he still
focuses on a more traditional, hierarchical approach and limited team-building activities:
Teamwork between students would be good, since it’s a more active learning
approach as you previously mentioned, but the quality and effectiveness of this
strategy depends on the teachers. Team activities can be hard sometimes for
Iranians, especially Iranian students, but I believe we have to improve this and
create a better relationship between students and teachers. (IP)
“I think I use [a systems] type of approach, but it’s not a regular model for our school.”
(IP) However, his comments suggest that this poor rating is a result of the wider school
system and is not restricted to his school. This thought is supported by a comment from
IT1:
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our principal never encourages or asks us to learn new things [...] the principals
have to follow the rules given to them from Tehran [Iran’s capital]. Because of
how centralized the education system is, principals, teachers, other staff and even
students are limited in what they can do and how they can develop regarding their
responsibilities.
Table 5.3.
Analysis results for Teachers in terms of the three leader characteristics
Canada

Turkey

Iran

Teacher

Good

Good

Poor

Steward

Good

Moderate

Moderate

Designer

Good

Moderate

Moderate

Analysis of Canadian teachers. The Canadian teachers were rated as ‘good’ for
Teacher characteristics. This can be seen in their emphasis on learning from each other,
and using different methods of learning: “Our school offers mentoring, and all of the staff
here have many sources and opportunities for learning.” (CT1) “In my classes I like
learning from my students, and from other staff or teachers. However, this is my
approach. Different teachers have different strategies.” (CT2) The teachers were also
rated as ‘good’ for Steward characteristics, because of their willingness to listen to the
students and focus on what will help the students develop: “In my class I try to adapt my
methods to the students, because I see they’re at different levels of skills” (CT1).
Analysis of Turkish teachers. The Turkish teachers were rated as ‘good’ for
Teacher characteristics. This is because of their emphasis on the learning of students, as
well their own desire to learn: “Giving advice or training students is part of my job.
Actually, I’m not really able to focus on all the needs of my students, but I would like to
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help them” (TT1); “I train my students both in and outside of class, though it is of course
only within the school itself” (TT2); “I think all of our teachers, staff, and students are
highly motivated when it comes to learning. Learning is the objective of all the schools in
Turkey.” (TT2) The teachers were rated as ‘moderate’ for Steward characteristics though.
This is because, although they are open to new ideas from students they also take a rather
traditional and hierarchical approach to their role as a teacher: “Our teachers are
interested in hearing new ideas, and like to try out new approaches. … we would like to
hear ideas and opinions from students;” (TT1) “I don’t think the teachers nor our
principal practices metacognition” (TT1); “I like to reflect on the mental models I have,
but this is hard to do … I don’t have much time to think about my mental models.” (TT1)
The teachers were also rated as ‘moderate’ for Designer characteristics. This is because,
despite their preference for a traditional instead of systematic approach they still try to be
open to new ideas and move towards a more systematic approach: “I prefer to see all of
the expected roles and responsibilities of members of this school known and followed.
Our principal agrees, and likes to make sure we have clear responsibilities” (TT1); “It’s
not necessary to tell us that we have to learn new things, we [the teachers] already know
this” (TT1); “I don’t think all the teachers here use a systems approach, but that is a good
method for education.” (TT1)
Analysis of Iranian teachers. The Iranian teachers were ranked as ‘poor’ for the
Teacher characteristic. This can be seen in their comments about their limits for
improving their own knowledge and the problems they have teaching students:
“knowledge is important for teachers, and one of the ways to develop this is through
having a good library and laboratories. Both of them are in our school, but neither of
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them are used by the students or teachers” (IT1); “Discipline is poorly handled in our
education system. Most of the time, students and their parents want to solve this kind of
problems with very informal methods” (IT1); “teachers do not use a mentoring method.
This is because many students and teachers don’t know what mentoring is, and they have
not been taught this either” (IT1). The teachers were ranked as ‘moderate’ for Steward
characteristics. This is because they still use a very limited and rigid approach to their
role as a teacher: “All of the staff here think that, because they know their responsibilities
and what is expected of them, it’s not necessary to hear the opinions of others. We just
look to the curriculum for ideas and information” (IT2); “we don’t have a systematic
approach to our education. Teachers have a second job, and many have a third” (IT2);
and “[metacognition, critical analysis, collaborative] are new for our school. We never
talk about these topics” (IT1). The teachers were also ranked as ‘moderate’ for Designer
characteristics, again because of their focus on a non-systematic approach despite a desire
to see something better. This is seen in comments such as: “I don’t think there is
collaboration in our school or even monitoring. I don’t see this kind of management in
our school at all” (IT2); “Because of how centralized the education system is, principals,
teachers, other staff and even students are limited in what they can do and how they can
develop regarding their responsibilities” (IT1).
Analysis using the Five Principles of Individuals in Learning Organizations
The Five Principles model, shown in Figure 5.1 as the middle column, involves
analyzing individuals in an organization (usually a leader) according to the five principles
for learning organizations: shared vision, mental models, personal mastery, team
learning, and systems thinking (Senge, 1990). These principles were discussed in detail in
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Chapter Two. The analysis was performed by determining how closely responses from
principals and teachers aligned with the definitions of each principle. Since no instrument
for doing this kind of analysis has been developed yet, I conducted this analysis by
identifying as ‘good’, ‘moderate’, and ‘poor’ the degree to which the comments aligned
with the definitions of each principle.
For example, shared vision means whether a leader builds a shared and mutual
understanding of the vision or goals of the organization (Senge, 1990). So, if a principal
has a vision but puts no effort into talking to others about it (sharing it) or seeing if others
understand it (building mutual understanding), then the principal was rated as ‘poor’ for
shared vision. If a principal shares a vision with others, and invites discussion on it but
does not use the feedback to build deeper understanding, then the principal was rated as
‘moderate.’ Lastly, if the principal shares the vision, invites discussion on it, and helps
others to understand that vision including using feedback from others to adjust the vision
(or at least how it is presented) as necessary then the principal was rated as ‘good.’
The mental models principle refers to how much and how deeply people discuss
and reflect upon their deep-seated beliefs, values, and assumptions (Senge, 1990). A
‘good’ rank means participants shared, discussed, reflected-upon, and attempted to
change their mental models. A ‘moderate’ rank means they discussed and/or reflectedupon their models but did not attempt to revise them. A ‘poor’ rank means little or no
discussion and/or reflection occurred.
The personal mastery principle refers to one’s own self-awareness and helping
others to build self-awareness (Senge, 1990). Thus, a ‘good’ rank means participants
shared a sense of their own self-awareness and actively helped others to build this
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awareness. A ‘moderate’ rank means they had a sense of self-awareness but did little to
help others build their own awareness. A ‘poor’ rank means their own self-awareness was
limited and they did little to promote or support building self-awareness in themselves or
others.
The team learning principle refers to how well individuals worked together as a
team, in the sense of how much they shared and discussed information, insights,
experience and supported each other not only in the task to perform but also in improving
their own knowledge and skills (Senge, 1990). Thus, a rank of ‘good’ meant participants
worked regularly in teams, shared experiences with each other, and used various
techniques (like metacognition) to help each other learn and improve. A rank of
‘moderate’ meant they worked in a team and may have shared experiences (but not
regularly) and/or occasionally (or not at all) helped others improve. A rank of ‘poor’
meant they rarely worked as a team, even just in terms of discussing topics or sharing
ideas, and rarely or never helped each other improve.
The systems thinking principle refers to how well individuals think in terms of the
relationships between objects rather than solely look at the object itself (Senge, 1990). In
the context of this section, systems thinking refers to how well the principals and teachers
interacted with each other. For instance, a rank of ‘good’ means principals and teachers
respected each other’s roles, worked with each other as though the organization had a
horizontal (instead of vertical or hierarchical) structure, and empowered others to operate
creatively, effectively, and respectfully within the horizontal-style organizational
structure. A rank of ‘moderate’ means they worked respectfully and well with each other,
but did little to empower others and/or operated with a hierarchical instead of horizontal
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expertise and did little to support each other or adjust the organizational structure to be
horizontal in nature, though they could still be respectful towards each other.
Tables 5.4 (below) and 5.5 (later in this section) show the levels that resulted from
this analysis for the principals and teachers respectively. How these levels were
determined can be seen from sample comments in the rest of this section. For this
analysis, like the analysis on the leadership characteristics, only the participants’ own
comments were examined. For example, the analysis of a principal’s comments on
Shared Vision did not include comments from teachers or students on the same topic. For
the analysis combining comments across participant types, see the integrated cross-case
section.
Table 5.4.
Analysis results for Principals in terms of the five learning organization principles
Canada

Turkey

Iran

Shared vision

Good

Moderate

Moderate

Mental models

Moderate

Moderate

Moderate

Personal mastery

Moderate

Poor

Poor

Team learning

Moderate

Moderate

Moderate

System thinking

Moderate

Poor

Poor

Analysis of Canadian principal. The Canadian principal was ranked as ‘good’ for
Shared Vision, as can be seen from his comments: “Our vision is clear. I regularly ask for
and collect my teachers’ and staff’s opinions about the vision and state of things and send
that information to the school board too;” (CP) “You can see our school’s vision
statement in many areas” (CP).
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He was ranked ‘moderate’ for using Mental Models, as seen in this comment: “I
believe teachers have more power in class, so if we improve them and their ability to
teach then we will achieve more positive feedback. So, my principle focus is on
improving the teachers” (CP).
He was also ranked ‘moderate’ for using Personal Mastery, as seen in comments
of his such as: “Of course I make mistakes, and I learn from them. I have told, and
regularly tell, my staff and teachers about the importance of learning from mistakes”
(CP); “I use brainstorming in decision making, since it is an excellent model. I like it
when people are free to suggest and explain their opinions” (CP).
He was also ranked as ‘moderate’ for using Team Learning because of comments
like these: “In this school, the staff and teachers know what their responsibilities are. So
they can monitor and organize their own responsibilities” (CP); “Sometimes I suggest to
others a book that I’ve read or studied. Sometimes the teachers and I discuss these books
too. But I don’t buy books for others, I’m not sure if they’d like the book” (CP); “I think
our school is an alliance of learning. The goal is to improve teachers, staff, and especially
students’ motivation to study and learn” (CP).
Lastly, the Canadian principal was ranked as ‘moderate’ for using Systems
Thinking, as can be seen in comments such as: “my office door is open for all students
and staff. I’m happy to hear from them, it’s an important part of my responsibility. We
don’t have boundaries between these groups. All of us can work together, talk to each
other, and share our opinions” (CP).
Analysis of Turkish principal. The Turkish principal was ranked ‘moderate’ for
using Shared Vision. This can be seen in comments such as “There is a plaque on my
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office wall, and our vision is written on it. This is an old and famous historical school, so
we’ve had a clear vision from a long time ago” (TP) and “I’m sure this vision is clear for
everyone. There’s no doubt that the staff and teachers know about it” (TP). However, his
comment “This vision is for the past, present, and future” (TP) implies there is no need to
change the vision.
He was ranked ‘moderate’ for using Mental Models, because he was trying to
keep his mental model aligned with the school board’s rather than reflect for himself.
This can be seen in comments such as “my relationship with new ideas is good. Of
course, it depends on our school’s vision. It has to align with it since we cannot change
the vision of our school” (TP) and “No, I’m too busy of a person [to help teachers in their
own learning], but I would like to help my staff and teachers learn and improve their
ability to learn” (TP). Note that a rank of ‘poor’ was not given because he was still aware
of his mental models.
He was ranked as ‘poor’ for using Personal Mastery. This can be seen in various
comments suggesting he recognizes the importance of developing personal mastery in
others but is unwilling or unable to do this: “This is an educational institution, so we have
to regularly and continually learn” (TP); “The basic principle of personal or individual
learning affects the quality of this school” (TP); “Teachers and students are always ready
to come up with their own opinions” (TP); “I don’t have any way or method for rethinking our approaches” (TP); “Those topics you mention [e.g., metacognition] are new
for our schools” (TP). As well, his behaviour towards the two students who entered his
office to get his signature indicates he may be more interested in ensuring others behave
according to his rules rather than in a way that empowers them.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
He was ranked ‘moderate’ in using Team Learning, as can be seen in his

225

emphasis on monitoring others -- “I monitor everyone’s activities in this school” (TP) -and his comment about the need for teachers to handle their students: “Teachers can
monitor the behaviour of students, and especially their success, using different methods
like an oral or written exam.” (TP)
Lastly, he was ranked as ‘poor’ for using Systems Thinking. This can be seen in
the comments on the limited team-interactions and emphasis on centralization: “There are
teams but they depend on their field of study. So, we have teams for mathematics,
physics, general science, and so on. They talk together to help develop each other’s
knowledge” (TP); “We have a good library and lab, so teachers and students can use that
to improve their knowledge” (TP); “Delegation of authority is a hard topic. I believe the
teachers are well experienced, so they know what is expected of them. Sometimes we talk
about their objectives, but it’s not a general discussion” (TP).
Analysis of Iranian principal. The Iranian principal was ranked as ‘moderate’ for
using Shared Vision. He had a vision available but insisted it remained with limited
accessibility: “Yes, there is a vision for this school. It’s available in my office here, but
also the office of the [vice principal]” (IP); “No [it’s not necessary to promote the vision],
I think all of the staff and teachers already know the vision for our schools” (IP).
He was also ranked as ‘moderate’ for Mental Models for reasons similar to the
Turkish principal: the Iranian principal tried to keep his mental models aligned with the
school board’s expectations, rather than adjust it for himself. This can be seen in
comments such as: “I like to hear new ideas from our students and teachers, but we have
to follow the rules and guidelines from the school board” (IP); “decision making is
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centralized” (IP); “I trust my colleagues, but since I’m the one who is responsible I have
to consider all the sides of a decision” (IP).
He was ranked as ‘poor’ for Personal Mastery, due to his narrow thinking on what
it means to develop others in the school:
“Our school is a place for research. Actually, I’m able to do research as a
principal in this area. As a case study, for example, some teachers get together
and discuss a specific problem they have like a student’s behaviour, material to
teach, and so on. This is what we’d call teamwork. (IP)
Another comment supporting this ranking was:
Even if I learn from my mistakes, I don’t like to repeat them again. I would prefer
to study and research my options before I act. The way I handle things is through
managing all aspects of some activity, but of course I know that sometimes I can’t
see all of the related variables. However, I don’t consider this a reason for not
controlling my mistakes. Actually, my supervisor has ignored some mistakes once
or twice, but after that he officially notifies me about them. (IP)
He was ranked as ‘moderate’ for Team Learning, given his emphasis on
monitoring. For instance, he talked about continually watching the real-time camera feeds
of the school and being the final reviewer of marks: “We have an assessment system,
which teachers and myself can use, that manages the students. For the final marks, I have
to monitor them and make sure they are consistent with our guidelines” (IP).
He was also ranked as ‘poor’ for Systems Thinking, primarily because of his
emphasis on a strict hierarchical approach:
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Teamwork between students would be good, since it’s a more active learning
approach as you previously mentioned, but the quality and effectiveness of this
strategy depends on the teachers. Team activities can be hard sometimes for
Iranians, especially Iranian students, but I believe we have to improve this and
create a better relationship between students and teachers. (IP)
Another comment that indicates his hierarchical approach is: “I like to do that kind of
work myself [rather than delegate it]. I’ve defined the job for my assistants very clearly,
and I monitor them regularly to make sure things are going well.” (IP)
Table 5.5.
Analysis results for Teachers in terms of the five learning organization principles
Canada

Turkey

Iran

Shared vision

Moderate

Poor

Poor

Mental models

Moderate

Moderate

Moderate

Personal mastery

Moderate

Poor

Poor

Good

Moderate

Poor

Moderate

Poor

Poor

Team learning
System thinking

Analysis of Canadian teachers. The Canadian teachers were ranked as
‘moderate’ for using a Shared Vision, as can be seen in comments such as: “I haven’t
seen a vision for my school, so I don’t know what it is” (CT2); “The school board creates
a vision for our school, so we can talk with them about it.” (CT1); and “We can go to the
board office and see the vision written down there, or give them suggestions and
comments. I haven’t seen that vision displayed in my school though.” (CT1)
They were also ranked as ‘moderate’ for Mental Models because, although they
are aware of their own mental models, there was a tendency to defer their thinking to
authority because of the hierarchical structure. This can be seen in comments like:
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“Although [our principal] regularly uses a top-down method for management, he also
delegates authority depending on the situation. I know this because I’ve had several
opportunities because of him.” (CT1)
They were also ranked as ‘moderate’ for Personal Mastery, due to their desire to
increase learning but limitations with realizing that desire: “Personal learning is
important for all teachers and students. However, it depends on the school. We can’t say
that all schools have the same principles, since they use diverse methods, but all
principles are meant to help students succeed” (CT1); “Yes, we use methods like
teamwork and brainstorming, but the teamwork is focused on the subject, such as
between mathematic teachers, chemistry teachers, and so on.” (CT1)
They were ranked as ‘good’ for Team Learning because their statements
emphasized considering the ideas of others and trying to incorporate them in the learning
process: “Our school offers mentoring, and all of the staff here have many sources and
opportunities for learning” (CT1); “In my classes I like learning from my students, and
from other staff or teachers. However, this is my approach. Different teachers have
different strategies” (CT2); “I can’t say that our school is a learning organization, using
your definition, but we can learn from each other” (CT2).
Lastly, they were ranked as ‘moderate’ for Systems Thinking because of the level
at which the decision-making process was distributed: “Decision making is a difficult
issue to analyze. In my school, based on your description, our principal uses a top-down
approach and I think it would be around level five [for Tannenbaum and Schmidt’s
theory]” (CT1); “I don’t think we have a democratic style of administration. Given your
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description, is there a level between four and five? I think that’s where our school fits.”
(CT2)
Analysis of Turkish teachers. The Turkish teachers were ranked as ‘poor’ for
having a Shared Vision, given the difficulty they had with the vision of the school: “Yes
[there is a vision in the office], but that is about our school’s history” (TT1); “As
teachers, we never talk about the school’s vision between us, but I think all of them know
their responsibilities and that is enough” (TT1);
I think my vision for my teaching work is more important [than the school’s
vision] because a majority of these students are from secular families. Hence, I
have to teach them religious issues with a language that they can understand. This
is my vision, and I think the school’s vision is the same: developing an Islamic
approach to education. (TT2)
“We [the teachers] never talk about our school’s vision with the students. We [teachers
and students] have unwritten rules about our expectations for each other, and their
[students’] future is important for us [teachers]” (TT1); and “Commitment is an important
part of our job. In my opinion, it’s very important. However, it depends on the person.”
(TT1)
They were ranked as ‘moderate’ for Mental Models because of their emphasis on
the hierarchical nature of the school: “we would like to hear ideas and opinions from
students” (TT1); “teachers and staff know their responsibilities and they try to do them”
(TT1); “[our principal] monitors everything anyway, so maybe that is his responsibility”
(TT1); “I like to reflect on the mental models I have, but this is hard to do [...] My
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Turkish culture encourages me to focus on work and family, so I don’t have much time to
think about my mental models” (TT1).
They were ranked as ‘poor’ for Personal Mastery. This can be seen in the narrow
focus of the learning that occurs in the school and the limited support for the growth of
others: “Self-confidence is necessary for this job, and of course all teachers are in a good
position for that. Sometimes new teachers have problems with teaching, but after some
time they’ll learn some practical teaching methods” (TT1); “My field, Theology, is
different from that of other teachers. I’m alone in this school for my topic” (TT2); “Yes,
we have group learning activities based on subject. Since I teach mathematics, all
discussions in my groups will be about math. However, we introducing new books, ask
questions about our subject, and even sometimes use brainstorming” (TT1); “I like to use
discussions and brainstorming in my classes, and want to develop this further” (TT2)
They were also ranked as ‘moderate’ for Team Learning because of their desire to
support the students but limited ability to do so: “I’m not really able to focus on all the
needs of my students, but I would like to help them” (TT1); “I train my students both in
and outside of class, though it is of course only within the school itself” (TT2); “We have
a good library in this school. All of the teachers, staff, and students are welcome to use it.
However, most of the time our library is empty” (TT1); “I think all of our teachers, staff,
and students are highly motivated when it comes to learning. Learning is the objective of
all the schools in Turkey.” (TT2)
Lastly, they were also ranked as ‘poor’ for Systems Thinking because of their
limited desire to work together, share information, and distribute leadership roles: “I
don’t think all the teachers here use a systems approach, but that is a good method for
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generally work together based on our field or group” (TT1); “It’s not necessary to tell us
that we have to learn new things, we [the teachers] already know this” (TT1);
I’m not sure about others but as a teacher, or as part of a group of teachers for the
same subject, I want to recognize my students’ needs and try to solve them. Our
responsibility is to give up-to-date information to students and then evaluate their
learning with different kinds of methods, like an oral exam, diverse assignments,
and written exams. However, as a group, our responsibility is to find new subjects
and teach new information that help students to increase their knowledge so that
they can be accepted into universities with a high rank. Because we know they
will have difficult tests and competition from other students in the near future.
(TT1)
“I prefer to see all of the expected roles and responsibilities of members of this school
known and followed. Our principal agrees, and likes to make sure we have clear
responsibilities.” (TT1)
Analysis of Iranian teachers. The Iranian teachers were ranked as ‘poor’ for
shared vision given the difficulty they had with understanding or even accessing the
vision for their school: “I have not heard about our school’s vision, but I believe teachers
have to teach and assess students very well. I could not find anything about our school’s
vision on the Internet either” (IT2); “[...] in Iran we have different types of schools, each
of which have different visions for their students. […] all the good students are in the
same class or school, and the struggling students do not have the opportunity to learn
from their classmates” (IT1).
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awareness of the models but also their deference for authority and the hierarchical model
of their school: “our education system follows a very hierarchical system. Any new ideas
we get are supposed to be from a higher level” (IT1).
They were also ranked as ‘poor’ for Personal Mastery. This is because, although
the teachers may want to do more to help their students achieve more, they are either
limited by the structures of the school or their own abilities: “I don’t think this education
system has any principles for learning” (IT1); “students don’t understand the purpose of
teamwork. Also, students stay in teams when they are weak or lacking; if one person
thinks they know enough, even a small part of the needed knowledge, then they prefer to
work alone” (IT2);
Teachers can join various in-service training classes and, depending on the
subject, teachers can select their preferred topic. However, even in these classes a
lot of teachers do not focus on the training itself. Teachers would rather join these
classes to receive a certificate, and these certificates are used later to show how
‘good’ of a teacher they are. (IT1)
“I try to develop thinking through brainstorming, since I believe this strategy can help
students improve their knowledge. Additionally, I want them to share their mistakes to
help learn from them.” (IT2)
The teachers were also ranked as ‘poor’ on Team Learning, because they focused
too much on a hierarchical model: “In my school, teachers do not use a mentoring
method. This is because many students and teachers don’t know what mentoring is, and
they have not been taught this either” (IT1); “we don’t have a systematic approach to our
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education. Teachers have a second job, and many have a third” (IT2); “Since this is a
public school, we use a hierarchical model” (IT1); “one of the ways to develop
[knowledge] is through having a good library and laboratories. Both of them are in our
school, but neither of them are used by the students or teachers” (IT1); “I don’t think
there is collaboration in our school or even monitoring. I don’t see this kind of
management in our school at all” (IT2).
Lastly, the Iranian teachers were also ranked as ‘poor’ for Systems Thinking
because of their limited motivation and ability to learn new things, as well as the
centralized planning. In addition to what has been previously quoted, other quotes that
show this point include:
No, our principal never encourages or asks us to learn new things. I think we
talked about this already; the principals have to follow the rules given to them
from Tehran [Iran’s capital]. Because of how centralized the education system is,
principals, teachers, other staff and even students are limited in what they can do
and how they can develop regarding their responsibilities. (IT1)
As well as: “Teamwork exists in our education system symbolically, but we are very
unsuccessful in how it is applied” (IT2).
Analysis using the Six-Dimensional INVEST Model for Learning Organizations
The different schools were analyzed using the INVEST model to determine the
degree to which they were learning organizations. INVEST is an acronym referring to the
six dimensions of: inspired learners, nurturing culture, vision for the future, enhanced
learning, supportive management, and transforming structures (Pearn et al., 1995). For
this analysis, comments from each type of participant were considered separately (i.e.,
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teachers, and students). Each dimension was given a score ranking from 1 to 9, such that
there were five levels (1-2, 3-4, 5, 6-7, and 8-9) with scores of 1 or 2 being the lowest
level and scores of 8 or 9 being the highest level. This was the scoring used by NekoveiMoghadam and Beheshtifar (2011), and it was preferred over the English equivalent (e.g.,
see Hallam, Hiskens, & Ong, 2015) which were rough terms such as ‘starting’ (similar to
scores 1 to 2), ‘knowing’ (scores 3 to 4), ‘doing’ (scores 5 to 7), and ‘being invested’
(scores 8 to 9). To better understand how the comments were interpreted so as to
determine a particular score, Tables 5.6 to 5.11 list the different levels for each dimension
and provide examples of situations that would be expected for a learning organization at
that dimension’s level. Thus, the comments from participants will be analyzed to see
which situations they most accurately describe. As previously mentioned, the ranking
level and standard against which the comments were analyzed were developed by
Nekovei-Moghadam and Beheshtifar (2011), but how my questions were interpreted in
light of their standard was conducted by me using a method that has not previously been
validated.
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Table 5.6.
Examples and meaning of different levels for Inspired learners (I) dimension
Level

Description

8-9

Staff at all levels of the organization learn continuously, the desire to learn new things is their
motivation. The importance of learning is seen in the individual, groups, and organizational
structure for both the present and future.

6-7

Continual learning occurs, but it is limited to certain high-performance individuals, groups, or
parts of the organization.

5

Learning has been encouraged, and may be occurring, but nothing is being done to track, observe,
or evaluate this learning.

3-4

There is talk among managers or upper-levels of the organization about the importance of
continual learning, but nothing is being done to encourage, spread, or support these ideas.

1-2

There is no talk about the need for continual learning among the staff, and there is no motivation
for staff to learn new things.

Table 5.7.
Examples and meaning of different levels for Nurturing culture (N) dimension
Level

Description

8-9

The desire for nurturing culture is present, encouraged, and supported at all levels of the
organization, and there is regular and active evaluation of the effectiveness of methods for
promoting this culture.

6-7

A nurturing culture is present, encouraged, and evaluated in some sense but this only occurs in
certain areas of the organization.

5

A nurturing culture may be present or encouraged by individuals throughout the organization, but
there is no method of evaluating it or determining the effectiveness of attempts at developing it.

3-4

Managers discuss the circumstances of the organization, and how others can be supported, and may
benefit from any changes they introduce, but others in the organization do not do this or benefit
from any changes.

1-2

Managers do not tolerate criticism of the status quo, they do not reveal or discuss mistakes and
instead prefer to conceal the circumstances. If the mistakes are revealed, punitive systems are used
as the only means of improvement.
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Table 5.8.
Examples and meaning of different levels for Vision of future (V) dimension
Level

Description

8-9

A full description of the vision is available for all levels of the organization and all individuals,
and all members of the organization understand and are committed to it.

6-7

An explicit vision is available to all levels of the organization and all individuals, but only
certain individuals, groups, or departments know and are committed to it.

5

An explicit vision is available to more than only the highest-level of the organization, but
nothing is being done to evaluate its effectiveness or if others are aware of the vision.

3-4

A vision is implicit in the operation of the organization, or it is explicit but available only to the
highest-level of the organization.

1-2

There is only a guess or implicit assumption of vision for the organization.

Table 5.9.
Examples and meaning of different levels for Enhanced learning (E) dimension
Lev
el

Description

8-9 All members of the organization regularly use various methods of enhanced learning (e.g., talking
with other people, individual growth programs, coaching communication networks, systematic
thinking, learning laboratories), and these methods are evaluated for effectiveness so as to
determine which techniques to continue using.
6-7 Enhanced methods of learning are used regularly, and the outcomes are evaluated for
effectiveness, but only in certain areas or groups of the organization.
5

Enhanced methods of learning are used regularly or by more than only managers, but the
effectiveness of these techniques are poorly evaluated or not evaluated at all.

3-4 Some enhanced methods of learning are used, but only by managers and only occasionally.
1-2 Enhanced or improved methods of learning are rarely used.
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Table 5.10.
Examples and meaning of different levels for Supportive management (S) dimension
Leve
l

Description

8-9

Managers at all levels of the organization are actively engaged in supportive management
practices, and are supported and encouraged by others in the organization.

6-7

Some individuals, groups, or departments of an organization are actively engaged in supportive
management, but it is not widespread.

5

There is a change in behaviour among of various groups towards supportive management, but
there are no processes in the organization to support, promote, or evaluate these changes.

3-4

Although managers believe in the need to be supportive and learn new models and techniques,
they do not change their behaviour (e.g., top organizational executives behave differently than
what they say to do).

1-2

Traditional style of management is common at all levels of the organization, and people
emphasize and praise traditional performance metrics.

Table 5.11.
Examples and meaning of different levels for Transforming structure (T) dimension
Level

Description

8-9

The design of the organization is purposeful and intended to encourage and facilitate learning.
Client-centered thinking has been institutionalized. Teamwork is an institutional organization and
a flat organizational chart structure.

6-7

Strategies for adjusting the organization’s structure, evaluating its effectiveness, and encourage
reflection on the state of the organization are in place and regularly used but only in certain parts
of the organization.

5

Strategies are being used to adjust the structure of the organization and encourage inter- and
intradepartmental communication. However, there are no methods or processes for evaluating the
effectiveness of such strategies.

3-4

There are problems but the organization is aware of this to some degree. A rigid hierarchical
structure is used as a method for solving such problems, and workflow is promoted within each
unit or department. There is a low level of mutual understanding between individuals in the same
(and especially different) department.

1-2

The organization has problems with its structure and departments, work flow occurs slowly or not
at all, and most importantly, the organization itself is unaware of this.

Scoring and analysis for Canadian school. The INVEST scores for the Canadian
participants can be seen in Table 5.12 below and a comparison of the scores is shown in
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Figure 5.2. The Canadian school, from the perspective of the principal, is quite good.
However, the teachers and students believed they did not have enough information about
their school’s vision. The students also believed that their teachers, and principal, did not
conduct supportive management well. It is also notable that the quality of supportive
management decreased as one looks at the scoring from the principal, to teachers, and
then to students. Thus, it is possible that the support has not reached the students or the
student-level of the school but it may be present elsewhere. If we focus on the Vision for
the Future dimension though, it is the biggest gap between the principal and other
participants and is probably the biggest issue for the Canadian school to handle. In the
rest of this subsection, the score for each INVEST dimension of the Canadian school is
analyzed in more detail.
Table 5.12.
INVEST scores for the Canadian School
Dimension

Principal Score Teacher Scores

Student Scores

Inspired Learners

5

5

6-7

Nurturing Culture

5

3-4

5

6-7

3-4

3-4

5

5

5

Supportive Management

6-7

5

3-4

Transforming Structure

5

3-4

3-4

Vision for the Future
Enhanced Learning
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Figure 5.2. Comparison of INVEST scores for the Canadian school using data from
Table 5.12.
For the Inspired Learners dimension, the comments indicate a realization of the
need for change and improvement and the desire to make such changes:
I motivate myself and others for higher quality teaching because I believe the
world, and our society, has changed; we cannot follow a traditional model, and
role models are the best model to follow. In other words, as an administrator,
principal, and leader of this school I would like to be a positive role model. Oh, I
would also be a role model for staff too of course. (CP)
Similar comments were seen from the teachers: “As a classroom teacher for nearly 13
years I think the first step of motivation is respect for people’s opinion, and that includes
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respecting your own opinions” (CT2); “I think the basic reason for motivation is curiosity
that exists between teachers. My basic strategy is to find a method to teach students and
help them be successful” (CT1).
Likewise, consider these quotes from the teachers: “I believe lifelong learning is a
perfect method, so I try to learn from all people in all walks of life” (CT2); “In my
opinion, of course self- and group-actualization are necessary, and some teachers want to
develop this approach of course but not all of them do” (CT1). A lifelong learning
approach is very important for the teachers to improve themselves, and although it is
good that they want their students to be empowered and self-directed this seems to come
only from some of the teachers. Since students move between several teachers each day
in Canadian high schools, I do not think they will develop self-actualization or global
competence when only one or two of the many teachers they see throughout their time in
high school encourages such things.
The students seemed to be very motivated for learning from an internal or selfdirected orientation: “My motivation for learning is a degree from university. I would like
to be a biologist, hence, I have to study hard. [...] I believe all students have opportunities
to grow [in experience] and learn from other students” (CS1); “My motivation for
learning is having a future with a stable job, so I would like to go to university.
University is important to me because I believe I can find a job with a university degree”
(CS2); “Learning in my school depends on ourselves” (CS1). However, I believe this
desire for learning is limited to what will lead to work and not necessarily for selfimprovement. Similarly, I do not think the school policies helped to create a critical
approach the students’ understanding of the goal for their learning; in other words, the
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students are interested in learning because of a job they want to have, likely because of
what they have heard or seen from their family. In other words, these students are
motivated more from their family than from their teachers at school.
For the Nurturing culture dimension, the scoring was based on comments showing
a greater degree of power given to teachers and their ability to change students’ attitude.
For example, the principal and students said that they tried to learn from their mistakes as
a way of improving themselves: “I make mistakes and learn from them” (CP); “I have
told, and regularly tell, my staff and teachers about the importance of learning from
mistakes” (CP); “I learn from my mistakes but I don’t like to [make mistakes]” (CS1).
The teachers had no comment on that topic, but the principal claimed that he regularly
tells the teachers to do this so it can be assumed that the teachers are likely aware of this
topic. The encouragement to learn from mistakes is part of a nurturing culture, but it is
possible that the students, at least, are thinking about this topic in terms of their work or
school assignments rather than their overall life. Since the teachers did not comment on
it, it is unlikely that they are encouraging learning from mistakes in the students’ overall
life but probably just in terms of regular improvement with curriculum content; such
encouragement is consistent with the general approach to teaching in Canadian high
schools.
Another aspect of nurturing culture is how the participants approach working in
groups. Based on the comments, in seems that learning in groups as seen as important but
is not practiced often or well: This can be seen in comments mentioning various methods
for a nurturing culture, such as: “I use brainstorming in decision making, since it is an
excellent model. I like it when people are free to suggest and explain their opinions”
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develop them. For me I would like to take them separately” (CP); “Personal learning is
important for all teachers and students. However, it depends on the school. We can’t say
that all schools have the same principles, since they use diverse methods, but all
principles are meant to help students succeed” (CT1); “we use methods like teamwork
and brainstorming, but the teamwork is focused on the subject, such as between
mathematic teachers, chemistry teachers, and so on” (CT1); “We don’t have group or
organizational learning. Actually, I prefer to study alone. Sometimes we have group
activities in our courses, but those are just about the topics in that course” (CS1); “We are
free to talk about our opinions in class, but our teachers didn’t talk about collaborative
learning, metacognition, or critical learning, and anything like that” (CS2); “We don’t
have any opportunity or time to find a new method for solving our assignments, like our
mathematics assignment. Our teachers don’t use that brainstorming technique, but we are
free to talk about our opinion” (CS1). From these comments it seems that the teachers say
they use teamwork and brainstorming as a group learning technique, but the comments
from the students suggest that the brainstorming is just sharing opinions. Either the
teachers are using brainstorming in a very loose sense or the students do not understand
how brainstorming occurs in their classroom, or perhaps a bit of both. However, if the
teachers had been using brainstorming in a formal and structured sense, and thus also
explained what they were doing so that the students understood how brainstorming
worked, I think the students would have responded very differently. The comments also
suggest that their methods for teamwork are very restricted. In the classroom it is
probably just having some students work on an assignment together and that’s all, based
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on the way the students and teachers talk about teamwork in their classes. Furthermore,
the students do not seem interested in teamwork, which means they have either had bad
experiences with it or do not see any value in working as a team. This is definitely an
area that needs improvement, since the need to work cooperatively and cohesively as a
team is important for not only many jobs but also fostering intercultural understanding
and global competence.
For the Vision for the Future dimension, the scores differed quite a bit. The
principal was confident a good vision was available and it was possible to adjust it given
the right feedback: “Yes, our vision is clear. I regularly ask for and collect my teachers’
and staff’s opinions about the vision and state of things and send that information to the
school board too” (CP); “You can see our school’s vision statement in many areas” (CP);
“People have seen that statement, I know that the teachers and staff here know what our
vision is” (CP); “[...] we of course receive this vision from the school board. However,
we can send our comments, questions, and suggestions to them. So, in this case we have
both a top-down and bottom-up system.” (CP) However, the teachers and students
disagreed about the availability and clarity of the vision. This can be seen in comments
such as: “I haven’t seen a vision for my school, so I don’t know what it is” (CT2); “The
school board creates a vision for our school, so we can talk with them about it. We can go
to the board office and see the vision written down there, or give them suggestions and
comments. I haven’t seen that vision displayed in my school though” (CT1). Consider
also this comment from a student:
I don’t know [the vision for my school]. But my vision is University. We don’t
have a prevalent slogan in our school, and my teachers never mentioned one. I
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certainly believe other students, my classmates, have no idea about our school’s
vision. We defined some objectives for ourselves, and sometimes we discuss
those, but that’s all (CS1).
This comment alone indicates that the vision for the school is not well understood by
students, and the teachers’ comments support this view. However, this student’s comment
also shows that the students are not even certain about their own goals; they do not know
what the purpose of their schooling is. In response, they have created their own goals,
likely employment and/or academic in nature, but unless these goals have been shared
and discussed with the teachers the school cannot reliably support the students in
achieving those goals. However, another student comment indicates that school
environment is supporting the vision of learning curriculum content: “Honestly, I don’t
know my school’s vision and mission, but I can guess it. Its mission is to help students to
understand the knowledge in our text books” (CS2).
For the Enhanced Learning dimension, the scores were roughly similar. It seemed
that all three participant types mentioned some enhanced learning techniques, but it is
questionable how effectively those techniques were being used. For example, one aspect
of enhanced learning is library materials and technology use. Comments from all
participants suggest that plenty of material is available, but it is only partially used by
only some of the school: “We have a nice computer lab and library. Anyone can go there
to study or work. I’m happy to go there and do some research of my own” (CP); “Of
course our school has a library and various labs, but not all of the students or teachers use
them. However, those resources are available to everyone” (CT1); “We don’t have
learning labs, but teachers use videos and computers in our classes” (CS2); “We have a
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library with many books on its shelves, but we don’t have time to read them. We go to
library only near exam time” (CS1). That the students tend to use the library for studying
at exam time suggests the teachers are using more of a traditional or passive learning
approach, even if they are using videos and other e-learning technology in the classroom.
The following comment from a student seems to agree with this opinion: “Our school
simply uses a traditional model. The teachers teach a course and we have to learn the
material. Our school’s responsibility is to graduate successful students who go to
university” (CS1). If the school was using a more active learning approach, and if the
students were empowered to do their own self-directed learning, then the comments
would suggest it through comments about the students regularly using the library or
technology to gather more information for their classroom and their own interests.
The Enhanced Learning dimension also looks at whether individuals at different
levels of the school are supporting each other in terms of self-improvement. The principal
seems to think he does this with the teachers, particularly through mentoring: “I do
mentoring … because it’s part of my responsibility as a principal” (CP); “Sometimes I
suggest to others a book that I’ve read or studied. Sometimes the teachers and I discuss
these books too. But I don’t buy books for others, I’m not sure if they’d like the book”
(CP). The teachers recognize the importance of such support and mentoring, and
acknowledge that it is part of the purpose of their school, but their comments fall short of
saying that such mentoring or support is occurring in any systematic or regular manner:
“Yes, I think our school is an alliance of learning. The goal is to improve teachers, staff,
and especially students’ motivation to study and learn” (CP); “In my classes I like
learning from my students, and from other staff or teachers. However, this is my

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
246
approach. Different teachers have different strategies” (CT2); “I can’t say that our school
is a learning organization, using your definition, but we can learn from each other”
(CT2). If mentoring, spaces for sharing experiences, or opportunities for discussion and
reflection were regularly used the comments from the teachers would mention such
things instead of broadly suggesting that they could learn from each other and sometimes
did. However, the students indicated that they certainly did not feel like the teachers were
mentoring them: “I believe my school doesn’t use a mentoring system because the
number of students in each class is important. Depending on the class we have
approximately between 25 and 28, sometimes as much as 30 students” (CS1). This
comment also shows a problem within the school: a teacher might be able to mentor 30
students, though likely with difficulty, but teachers in high school teach many classes and
see much more than one class-worth of students. As such, a teacher would either need to
mentor only some of the students in their classes, and create potential bias, or mentor
many more students (potentially hundreds) which is likely impossible given their existing
time limitations. If peer mentoring and/or co-learning strategies were used, as part of an
active learning approach in class, then this could be a potential solution for the lack of
mentoring. As well, the teachers are not using metacognition or critical pedagogy, given
comments from both students and teachers. This means the teachers are mainly using the
first three levels of bloom’s taxonomy.
For the Supportive Management dimension, the scores decreased with each
administrative level such that the students provided the lowest score. This can be seen
from quotes indicating different degrees of support as one goes down the administrative
levels. For instance, comments from the principal included: “I’m open and interested in
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hearing about new approaches. … I want to hear the opinions of others and learn from
them” (CP); “I believe all principals have to help their staff and teachers learn, and
sometimes the students too. Some principals prefer to be formal about this, using a
specific way of learning. I try to be both formal and informal” (CP); “I like delegating
some decisions and authority to others. If I have to make a decision in a new area, I prefer
making that decision in a group” (CP). In other words, the principal is suggesting a very
horizontal structure, and a leadership approach that involves a fair amount of delegation
and shared decision making. However, comments from the teachers were not as strong. In
terms of their relationship with the principal, the teachers provided similar comments as
the principal: “In our meetings he [our administrator] listens to our suggestions and takes
note of them” (CT1); “Although he regularly uses a top-down method for management,
he also delegates authority depending on the situation. I know this because I’ve had
several opportunities because of him” (CT1); “In my experiences I’ve worked with a
couple different administrators. One of them was quite interested in hearing from others
and delegating tasks as appropriate, but the rest of them were less interested in that”
(CT2). However, note that the teachers indicated that the shared decision making and
delegation was only sometimes, and that the structure was still a clear hierarchy.
Furthermore, the teachers did not use delegation or shared decision-making in class, but
rather tried to get some opinions that they could use to potentially change the teaching
techniques used: “In my class I try to adapt my methods to the students, because I see
they’re at different levels of skills” (CT1). The students seem to believe that the teachers
are not open to changing their techniques, or at least rarely consider the opinions of
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students in terms of how they run their classrooms. This can be seen from comments such
as the following:
Some of my teachers are positive, encouraging, and supportive and they like to
hear our opinions and ideas. Most of them are just focused on teaching the stuff
we need to know for class. I know I haven’t received much support from my
teachers. Since I’m a good student they like me, but they’re usually only
interested in keeping us quiet and paying attention in class and testing our
knowledge with exams (CS1);
“Our teacher’s main role in class is to teach us and test us with exams” (CS2). Similarly,
the students do not believe that the teachers have much cooperation or shared discussion
among each other, and believe that the principal’s shared discussion approach is limited
to the teachers (i.e., the administrative level directly below principal): “Our principal
likes monitoring what’s going on the whole time. Usually she walks around the school,
looks to see what people are doing, and such. We think she’s too serious, but that’s all
we’ve ever seen.” (CS2); “I think our teachers’ committee is focused only on their own
field. So, the math teachers get together in their group and talk about how to teach us
math better” (CS1).
For the Transforming Structures dimension, it was clear from all of the comments
that the school operates using a top-down structure but the principal wants to make it
more open and distributed. For example, the principal commented on a desire to get
opinions from students as a way of improving the school: “my office door is open for all
students and staff. I’m happy to hear from them, it’s an important part of my
responsibility” (CP). The students are aware of this possibility, but do not want to use it:
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“Yeah, we can visit any of those people [i.e., teachers, vice-principal, or principal], but I
don’t want to transfer my problems to the principal” (CS1); “New or bad teachers are a
common problem for us, but I don’t like to talk with our school principal about it. I think
she just has to tolerate them” (CS1). The last comment is particularly interesting, because
it suggests that the students believe they cannot improve the situation of their school. The
students cannot share their opinions about how the school is functioning with the
principal because it will not make a difference: the principal cannot change the teachers,
so if the teachers are the problem, and he or she cannot do anything about it, then the
students cannot do anything about it either. This is a common problem with vertical
organization structures, where information cannot travel effectively between layers or the
power necessary to make changes to the structure is too heavily centralized at the top of
the hierarchy. The teachers agreed with the students regarding the vertical structure of the
school: “Decision making is a difficult issue to analyze. In my school, based on your
description, our principal uses a top-down approach and I think it would be around level
five [for Tannenbaum and Schmidt’s theory]” (CT1); “As I previously mentioned, I don’t
think we have a democratic style of administration. Given your description, is there a
level between four and five? I think that’s where our school fits” (CT2). The students
agreed with the teachers about the structure of the school: “I think we have four levels of
administration: a principal, his vp [vice-principal], teachers and then the students. These
levels are ok” (CS1). However, the students believed that the teachers were using an
approach even more vertical in nature than the principal: “The responsibilities for my
school include monitoring students, to see if we’re present or absent, and teaching. My
teachers never talk about improving our behaviour, we just learn new ideas and some
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skills” (CS2). This suggests that, from the perspective of the students at least, the school
structure is highly vertical and inflexible, with little they can do to influence or change it.
If this is true, that situation is very problematic for the school; the students are the ones
who are ultimately supposed to benefit from the schooling so they should have the most
power to indicate when something is wrong, even if they are not the ones to make
changes or decide what changes should be made. However, if the students are incorrect
about the situation of their school then this is also a problem, because it means they
cannot exercise their ability (however little it may be) to improve the school since they do
not realize that such an ability exists.
Scoring and analysis for Turkish school. The INVEST scores for the Turkish
school can be seen in Table 5.13 below and a comparison of the scores is shown in Figure
5.3. From the comments of the participants, it seemed that the principal and teachers did
not have high motivation for continuous learning other than merely teaching students. On
the other hand, the students were more motivated and experienced a higher degree of
enhanced learning than the principal and teachers. However, the students believed they
did not receive supportive management from their school or in their classrooms. This
suggests the fundamental reason for high motivation of continuous learning in students
may have been cultural in nature (i.e., the family aspect of Turkish culture influencing
desire for learning in the children of a family). The potential influence of family will be
discussed in the next chapter. In the rest of this subsection, the score for each INVEST
dimension of the Turkish school is analyzed in more detail.
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Table 5.13.
INVEST scores for the Turkish school
Dimension

Principal Score Teacher Scores

Student Scores

Inspired Learners

3-4

3-4

6-7

Nurturing Culture

3-4

3-4

5

5

3-4

3-4

Enhanced Learning

3-4

3-4

5

Supportive Management

3-4

5

3-4

Transforming Structure

3-4

3-4

3-4

Vision for the Future

Figure 5.3. Comparison of the INVEST scores for the Turkish school, using data from
Table 5.13.
For the Inspired Learners dimension, it seemed that the principal had limited
interest in learning but suggested that this was because of his own lack of time and not
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because he thought being inspired to learn was bad: “My motivation is my job. I have
many responsibilities here, so I have to work hard to fulfill them” (TP); “Having a higher
income is a motivator for many people, but I believe the results of our actions are much
more important” (TP). However, the principal seemed to think that the teachers would
not improve themselves unless he was somehow involved: “The teachers in this school
know their responsibilities. However, I have to monitor the quality of teaching that
occurs here so it remains high” (TP). It would seem that the principal believed he could
encourage teachers to become better, or to improve their own learning, as a result of him
monitoring their behavior and results. However, others comments of his, discussed under
supportive management below, suggest that he believes he has too little time to support
teachers in their learning. The principal’s monitoring then is likely an example of
transactional leadership, in which he looks for opportunities to punish or reward the
teachers, and thinks that will improve the quality of their teaching and maintain their
motivation to teach well.
Responses from the teachers suggest that these efforts from the principal are
unrelated to why the teachers are motivated or why they want to improve themselves: “I
like my job. That is a reason for my motivation” (TT1);
As a teacher, self-improvement is necessary and we try to learn new methods for
teaching. I teach in a highly-ranked school and have to develop my knowledge. I
believe learning is an important factor for our job. However, many teachers don’t
have enough time for other activities, so we just focus on our specific fields
[teaching subjects] (TT1).
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As can be seen in those two quotes, the teachers realize it is important for them to be
continually learning to improve themselves, but it is because of their school’s reputation.
Also, this teacher seems to think that he does not have enough time to properly improve
himself, just like the principal, and instead focuses only on knowing more about his own
subject area. The other teacher is interested in learning but in the sense of how to better
convey his topic area because of how sensitive it is for students:
I studied theology at university and I have a sensitive responsibility in this school
because almost all of the students and their parents are secular. I have to carefully
teach and introduce Islam to them in a logical manner. So, for example, I ask
some questions about the universe then bring in related theological questions like
‘Who created this universe? Why?’ To support these ideas, I bring some
quotations from the holy Quran and then I continue the discussion (TT2).
Although the teachers and principal acknowledge that continual learning is important,
their lack of action in creating a systematic and structured method for continually
learning is problematic both because of how it hampers their ability to create a learning
organization but also because it goes against the proficiency aspect of Leadership by
Islam. They may be proficient currently in their teaching, but they need to spend effort
learning in order to improve their proficiency. Furthermore, it is questionable how much
TT2 is following the Justice aspect of Leadership by Islam. It is clear that he is concerned
about the students’ opinions and the interests of their families, but this concern seems
focused on what will make it difficult for them to accept Islam rather than have a
conversation about it. In other words, in trying to each Islam it seems that TT2 is more
interested in conversion than just transferring information. For classes on religious topics
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though this is usually a difficult balancing act, but is even more important for people
trying to use a Leadership by Islam approach.
The students also seemed to be highly motivated to learn: “I would like to go to
medical school. So, I concentrate on my courses and just study my schoolbooks. This
goal of entering medical school is encouraging for me” (TS1); “I’m responsible for
learning new knowledge and skills” (TS1); “My school ranking is perfect because it’s
between three high-ranking schools in Turkey. Therefore, we have to study, study, study”
(TS1); “My school is the best school in Turkey! I entered here with a good situation since
many students’ dream to come here. I’m a lucky person to be here” (TS2). However,
these quotes suggest that the students are motivated to learn because they believe the
school’s reputation can provide them with a better job in the future. However, the
students’ family is also a source of motivation: “I would like to learn more by myself but
my parents, and my brother who is a medical student, help and guide me with my school
work” (TS1). As such, the students have a high score for being inspired learners, not
necessarily because of any particular action from the teachers or principal but because the
students can benefit from the school’s reputation and are encouraged by their families.
For the Nurturing Culture dimension, again the scores were similar across the
teachers and principal to suggest that such a culture exists but only in a very limited way.
In particular, the teachers suggested that they did not spend much, if any, time supporting
each other in their learning: “we have group learning activities based on subject. Since I
teach mathematics, all discussions in my groups will be about math. However, we
introduce new books, ask questions about our subject, and even sometimes use
brainstorming” (TT1); “My field, Theology, is different from that of other teachers. I’m
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alone in this school for my topic [i.e., I have no learning group at this school]” (TT2).
Notice that the group support is divided by subject area, hence why TT2 has no group
with which to learn in the school. Although such a division is better than no group, it
means that there is no structured space for open and serious discussion about crosssubject issues (such as general problems within the school). The principal also seems
only interested in the subject-area discussion groups, and does not want to try anything
more: “group learning can happen with teachers and students. For instance, teachers
could form a group to talk about mathematics, so they can learn math together and
discuss their opinions” (TP); “[Whether there is a plan for group-based learning] depends
on how much time is available, but there are already some groups based on different
fields and they free to improve those groups and learn together” (TP). However, it seems
that group learning is limited for the students: “I like to use discussions and
brainstorming in my classes, and want to develop this further” (TT2); “I don’t like to talk
about my opinions in class; my duty is learning, hence, I am serious about it” (TS2).
Other than group learning though the students seem positive about their environment:
Teaching is very important here, because if we get low marks then we can’t stay
in this school. Our environment is safe and I have good classmates. We have to
follow this school’s expectations for us and we never talk about it, even in terms
of teachers. … I don’t like to discuss with my teachers in class if there is a
problem. I prefer to talk to him/her alone (TS1)
Since the students believed they had a nurturing environment, their score was higher than
what was given for the teacher and principal. It is important to note that the students felt
their environment was nurturing because they needed to work hard to remain in the
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school and they could advance well provided they followed the expectations given by
their teachers. Again, this sounds very much like a transactional leadership method,
whereby the students are following the rules outlined by the teachers and are working
hard to avoid punishment. In the case of the interviewed students it seemed to be working
for them, but it does mean that the schoolès structure is not very conducive to
transformative learning nor to empowering students to take on a self-directed learning
approach.
For the Vision for the Future dimension, it was clear that the principal was
confident their school had a strong and appropriate vision: “There is a plaque on my
office wall, and our vision is written on it. This is an old and famous historical school, so
we’ve had a clear vision from a long time ago” (TP); “I’m sure this vision is clear for
everyone. There’s no doubt that the staff and teachers know about it” (TP). However, it
was also clear that he had no intention of allowing it to change, feeling that such a change
was unnecessary: “This vision is for the past, present, and future. The main focus is the
responsibility to teach students” (TP). As will be discussed in Transforming Structures
below, the unwillingness of the principal to change the vision means he is perpetuating a
highly inflexible organizational structure. Although the goal of ‘teaching students’ would
presumably be always part of the school’s vision, that does not mean other parts of the
vision cannot change. For example, students can be taught using passive or active
learning, and the vision could be changed from one to the other without needing to
change the goal of teaching. It seems the principal is uninterested in improving the vision
of the school.
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Furthermore, the students and teachers did not agree with the principal regarding
the ‘vision’ of the school: “I haven’t seen a clear vision about our school” (TT1); “[the
vision in the principal’s office] is about our school’s history. We know we must teach our
students well, because they have difficult competition for being accepted in a highranking university” (TT1);
I think my vision for my teaching work is more important [than the school’s
vision] because a majority of these students are from secular families. Hence, I
have to teach them religious issues with a language that they can understand. This
is my vision, and I think the school’s vision is the same: developing an Islamic
approach to education (TT2);
“Some teachers informally talk about our future, but it’s not a vision. That is just
something to motivate us to study harder” (TS2);
Even if I didn’t see or read about our school’s vision, I believe I can study well
and continue my education in upper levels. I think other students justify this
option for themselves. I have some close friends and we discuss about our future,
but this vision belongs to us (TS1);
“Yes, we studied [the plaque in the principal’s office that he said is the vision], but it’s
just about the history of this school” (TS2). Since the students and teachers do not believe
their school has a vision, they started creating and using their own vision for the school.
This is still a problem because it means they cannot coordinate their actions to support
each other in achieving that vision. In particular, students who have a vision regarding a
particular degree or job may not get the appropriate support from teachers because the
teachers are unaware of this vision.
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For the Enhanced Learning dimension, the principal and teachers were using a
rather traditional approach to learning (i.e., dictating content to students) and managing
behaviour of students (monitor them, use written exams, punish when necessary): “I
monitor everyone’s activities in this school [pointing to a computer monitor]” (TP);
“Teachers can monitor the behaviour of students, and especially their success, using
different methods like an oral or written exam” (TP); “I don’t think all the teachers here
use a systems approach, but that is a good method for education” (TT1);
I believe our teachers are like everyone else … They teach courses and we have to
submit our assignments on time. … But students are different. We have a lot of
competition between us, so we have to study hard every day and every time
(TS1).
One aspect of enhanced learning is how well the students use the resources available to
them. Although the participants noted that the resources were good, they also indicated
that the students rarely use them: “Our computer labs are good, and our library is
excellent. All of our students, teachers, and even staff can use those” (TP); “We have a
good library in this school. All of the teachers, staff, and students are welcome to use it.
However, most of the time our library is empty” (TT1); “Our school has a wonderful
library, but many of the subjects are old. Students prefer to study in their home, but if
there are group activities then we work in the library” (TS2). Since the students do not
use the library and its resources, they are also unlikely to be engaged in self-directed
learning. If they study at home, that also means they are getting more support from their
family for school work than anything at the school. Another aspect of enhanced learning
is whether the teachers are mentoring the students or using more active learning

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
approaches. Although it seems as though the teachers offer that kind of support, the

259

students rarely take advantage of it: “Giving advice or training students is part of my job.
Actually, I’m not really able to focus on all the needs of my students, but I would like to
help them” (TT1); “I train my students both in and outside of class, though it is of course
only within the school itself” (TT2);
Our teachers have time for us after class, but I prefer to solve my problems [for
school assignments] by myself. For some minor issues I went to a teacher’s
office. I prefer to talk with my family about my goals though, because I believe
they can help me better than anyone else, even my teachers. My teachers just
teach courses, even though I believe they want to teach us well (TS2).
These comments also indicate that the teachers are engaged in traditional, passive
learning techniques rather than trying more active techniques. In addition, since the
teachers are not developing critical thinking or metacognition in students, they are only
using at most the third level of bloom’s taxonomy. The teachers are also not using critical
pedagogy, given how the students mention that some of their teachers are not open to
new ideas and that they are unwilling to have discussions with their teachers in class.
For the Supportive Management dimension, the principal’s comments suggested
that he was not offering much support to the teachers or students even though he seemed
confident otherwise: “I’m too busy of a person [to help teachers in their own learning and
personal growth], but I would like to help my staff and teachers learn and improve their
ability to learn” (TP); “I don’t [suggest books for my teachers to read], but it’s a good
idea.” (TP); “I give all of my colleagues an opportunity to come up with their own ideas,
and I support this process. However, as I told you, I’m the one responsible” (TP). The
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students seemed to agree with this assessment of the principal’s comments: “Students are
responsible for studying, and teachers are there to make us learn through assignments,
exams, and oral evaluations” (TS1);
We [students] aren’t involved in any decision making, the teachers don’t involve
us in that. Like I said before, our school doesn’t use metacognition, collaborative
learning, or any of those. At the same time, I don’t like to give suggestions for my
school because some of our teachers don’t want to hear about new ideas (TS1).
These comments also suggest that the decision-making style used by in the school is
largely focused on single individuals (the principal when talking to the teachers, and the
teacher when talking to the students). The teachers likewise agree that the principal
makes all the decisions, and does little to no delegation: “Delegation of authority is a
touchy subject. Our school’s principal prefers to be the first one to handle major issues”
(TT1); “The teachers and staff in this school know their responsibilities and what is
expected of them, but our principal also monitors us and deals with any conflicts or
problems that arise” (TT2). Despite what the students said, the teachers thought they
were open to new ideas: “Absolutely, we would like to hear ideas and opinions from
students” (TT1); “I have to try and encourage discussion among students and encourage
them to participate in these discussions” (TT2). The teachers seemed to think that the
principal was supporting them, offering them good opportunities for making their own
decisions, and that they were supporting each other.: “Our teachers are interested in
hearing new ideas, and like to try out new approaches” (TT1); “Trust is an important
factor for our job. Teachers and staff know their responsibilities and they try to do them”
(TT1);
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receives my suggestions about candidates for new teachers to hire. When he’s
going to have a meeting, he first asks for opinions and information from the
teachers and staff then uses that for his discussions (TT2).
Since the scores are based on the opinions of the participants, these comments give the
teachers a higher ranking for supportive management even though the lower rankings
from the principal and students are likely more accurate of the overall situation of the
school. However, it seems that even if the teachers think they are getting extra support,
and listening to others’ opinions, they are not engaged in active learning techniques nor
are they reflecting on their own teaching:
I like to reflect on the mental models I have, but this is hard to do. I don’t even
have enough time for personal activities and hobbies, or visiting with friends,
because of how much time my classes, family and especially my children require.
My Turkish culture encourages me to focus on work and family, so I don’t have
much time to think about my mental models (TT1);
“No, we do not have [metacognition, collaboration or critical learning] in our schools”
(TT1). Furthermore, the lack of delegation and openness to others’ opinions leads to a
level of three, at best, in the T&S continuum for the principal and teachers.
For the Transforming Structures dimension, all of the participants agreed that the
structure of the school was very hierarchical but also seemed to feel this is either an
acceptable state or something that cannot be changed easily given their current situation:
“Again, delegation of authority is a hard topic. I believe the teachers are well
experienced, so they know what is expected of them. Sometimes we talk about their
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objectives, but it’s not a general discussion” (TP); “Of course, students are free to visit
their principal, and talk with him about any subject” (TT1); “the structure’s fine. Our
school doesn’t have unnecessary people, though the learning part starts with the teachers
and ends with us” (TS1). However, the students do not want to talk to others, neither the
teachers nor the principal, so communication between the levels of the hierarchy is quite
limited: “Students are free to visit the principal’s office and talk with him whenever, but I
prefer not to do that. I think I can solve my own problems, without using his method”
(TS2); “I don’t like to have general discussions with my teachers in class. … I think some
of the teachers don’t like to have discussions, and many of them don’t seem open to our
opinions anyway” (TS1). This last comment is also particularly important because the
students believe that some of the teachers are not open to new ideas. This suggests that
the structure of the school is not only highly vertical but also very inflexible. With such a
structure and the corresponding attitudes of the participants it is very difficult to properly
implement a participatory approach, since the students cannot engage in the discussion
about how the school should function, or a contingency approach, since the teachers and
principal need to adapt the school to the current circumstances. As both of these
approaches are relevant for Leadership by Islam, this school is likely to face difficulties
of where they are trying to follow that leadership style but have been unable to do
because of how the structure currently operates.
Scoring and analysis for Iranian school. The INVEST scores for the Iranian
school can be seen in Table 5.14 below and a comparison of the scores is shown in Figure
5.4. The teachers at this school believed they need at least two jobs to support their cost
of living, and that negatively affects their ability to teach. Additionally, the students
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suggested there was poor support from the teachers or principal in their school, most
strongly noted in how they compared their school to a prison. Since all of the elements
between participants are rather weak, this suggests the Iranian case follows a poor
learning organization model. However, the comments suggest this poor state exists in all
levels of ministry of education and is common in other schools not only theirs. In the rest
of this subsection, the score for each INVEST dimension of the Iranian school is
analyzed in more detail.
Table 5.14.
INVEST scores for the Iranian School
Dimension

Principal Score Teacher Scores

Student Scores

Inspired Learners

3-4

3-4

3-4

Nurturing Culture

3-4

1-2

3-4

5

3-4

3-4

Enhanced Learning

3-4

3-4

3-4

Supportive Management

3-4

3-4

1-2

Transforming Structure

3-4

3-4

3-4

Vision for the Future
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Figure 5.4. Comparison of INVEST scores for the Iranian school, using data from Table
5.14.
For the Inspired Learners dimension, all of the participants were around the same
in score and gave similar comments about wanting to teach and learn new things:
In the education system we have to improve our knowledge. Actually, students
are so fast with learning new things that we have to keep up sometimes. Students
have many sources for learning information, such as the Internet, computers,
satellites, friends, and so on. These sources are also available for teachers and
principals though. (IP)
“I believe the education system of a country is important for developing a society. Hence,
that is reason enough for learning and teaching” (IT1); “My motivation is myself; I am a
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sports-teacher so I have to improve my knowledge, because students can improve their
knowledge through the Internet, computers, and other such sources” (IT2); “Some
teachers want to design a future for us, with and without a university degree involved, so,
that can be motivating” (IS1). At the same time though, all participants gave reasons for
why they were unable to engage in various forms of learning: “Self-improvement is a
good method and necessary for education, but in Iran the teachers and other staff have
many economic problems. For them, the first step is to handle their cost of living” (IP);
“Unfortunately, many teachers in Iran believe their responsibility is to teach their course
for the allotted time, about one hour, and that is it” (IT1); “I believe nearly all teachers
don’t have time and motivation to study other subjects; they just study or review their
instruction books” (IT1); and especially:
I am sorry to say, in Iran teachers have many problems but one of them is a
financial problem. So they don’t spend enough time for learning, and definitely
not for group activities. Even now, teachers have to work in two or maybe three
jobs, and majority of them believe this job [their job as a teacher] is just
something to keep while they grow older because it has a pension and insurance.
(IT1)
The students were likewise less motivated: “I’m motivated by goals for my future, like a
university degree and a good job, but I know that even with a university degree we
[students] will not be able to find job” (IS1); “Our teachers teach well, but only one
encourages us with a positive attitude and kind behaviour [for all the students]” (IS2);
“Many teachers in our school don’t teach very well, and they invite students for private
tutoring classes that they run on the side” (IS1); “Our teachers teach a course and we
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have practice by doing assignments. We never enter a class knowing what the topic will
be. Sometimes we have an opportunity to learn from our mistakes, but we often lose
marks this way” (IS1). These comments are significant for showing that the motivation of
students is less of a problem than an overall depression about the state of affairs for their
future and wider society. The teachers cannot help with this motivation because they are
also depressed for the same reason. Furthermore, the interest in learning is focused on
traditional learning (i.e., passive learning). It is possible that, had the teachers been using
at least critical pedagogy, the students may not have been so depressed because they
would more interested in ways of improving their society rather than feeling like they
have little hope for the future.
For the Nurturing Culture dimension, the principal suggested that teamwork
would be good but the students and teachers say that teamwork is rarely used:
Our school is a place for research. Actually, I’m able to do research as a principal
in this area. As a case study, for example, some teachers get together and discuss
a specific problem they have like a student’s behaviour, material to teach, and so
on. This is what we’d call teamwork (IP);
“We don’t have group activities in every class, and of course the school principal is 100%
against it. Some of our teachers are positive about it, but my classes we’ve only had them
once or twice” (IS1);
In Iran we have a cultural problem, because students don’t understand the purpose
of teamwork. Also, students stay in teams when they are weak or lacking; if one
person thinks they know enough, even a small part of the needed knowledge, then
they prefer to work alone. (IT2)
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When teamwork is rarely available, especially among students, then a nurturing culture
can be very difficult to create. IT2 recognized this when commenting on the problem of
not having students understand the value of teamwork. In addition, the participants
indicated that brainstorming, as a method for sharing opinions, was a good option but
difficult or rarely used: “[Brainstorming] can be a good method but we don’t use it. On
the other hand, in our society there are some things we can’t share our opinions about and
other times we cannot talk about our opinions at all” (IS1); “I like it when I hear that
someone has done brainstorming, but it’s not a regular method in our education system”
(IP). Since sharing opinions is difficult to do, and the students have difficulty working in
teams, the nurturing culture cannot be particularly good. It also means that active learning
methods like co-learning, critical pedagogy, and metacognition cannot be used; those
methods require some degree of teamwork and sharing of opinions. As such, the teachers
are probably using a typical passive learning approach. This is confirmed by comments
from participants: “The biggest problem is the diverse number of schools [high schools]
in the Iranian education system. [...] This means nearly all of the students in the public
schools (with some variation of neighbourhoods) are from poor families with limited
education” (IT1);
Before the Islamic revolution students with different levels of skill and knowledge
had to stay in the same classes. Thus, a smart student could play an important role
in learning through answering questions. When teachers encouraged these smart
students, other students would like to copy them. Now though, all students are
classified ‘smart’ and the rich students would prefer to go to private and
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Tizhooshan schools. This means students who are from poor families have to stay
in a public school with similar students (IT1);
“Our school’s policy, like other schools, is to teach subjects that are important for the
Konkour [the university entrance exams]” (IS2).
For the Vision for the Future dimension, the principal was confident that the
school had a good vision available and that everyone is familiar with it: “there is a vision
for this school. It’s available in my office here, but also the office of the [vice principal]”
(IP); “I think all of the staff and teachers already know the vision for our schools” (IP);
“it is the teachers’ responsibility to give [information about the vision] to the students”
(IP). However, the students and teachers thought the vision was unclear or missing and
instead they looked to their own idea: “I have not heard about our school’s vision, but I
believe teachers have to teach and assess students very well. I could not find anything
about our school’s vision on the Internet either” (IT2); “in Iran we have different types of
schools, each of which have different visions for their students” (IT1); “we use a
hierarchical model. As I previously mentioned, teachers don’t know enough about our
vision so we can’t transfer this information to students” (IT1);
Our teachers give us different assignments and one of them is an oral exam. …
We learned we have to follow what the teachers want 100% for this type of exam,
and then we’ll be able to pass the Konkour. Perhaps that can be the vision for our
school (IS1);
“I haven’t seen or heard about my school’s vision. I don’t think other students know
about it either. But I know the number of students who pass the Konkour exam is
important for our teachers and principal” (IS2). Although the students want to have their
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own vision, they seem convinced that the only vision for the school is to enable students
to pass the Konkour exam. This means the teachers are only using up to the ‘apply’ level
of Bloom’s taxonomy and specifically looking at application as it relates to the Konkour
exam. However, this also means that the teachers are likely focused on the most efficient
way of learning to pass the exam, rather than using more active learning approaches like
critical thinking or critical pedagogy since they may not directly result in knowing how to
pass that exam.
For the Enhanced Learning dimension, all types of participants were generally in
agreement that there were only a few aspects of enhanced learning being used and that
teamwork in particular was weak. For instance, the library and computer technology
available could be quite beneficial to enhanced learning but only if used: “We have a
good library and computer lab, but our teachers and students don’t regularly use them.
The computers, and especially the Internet, are used the most” (IP); “one of the ways to
develop [knowledge] is through having a good library and laboratories. Both of them are
in our school, but neither of them are used by the students or teachers” (IT1); “We have a
library that the students elect a librarian for. I don’t like going there, and other students
are like me. However, during exams we have to go there because it’s the best place to
study together” (IS2). Since the students rarely use the library this seems to support the
idea that the students are not being empowered to do self-directed learning, and instead
are only focused on learning specific material. However, the students are also getting
help from private classes and from family: “I have a strategy for handling my courses. I
pay attention in class and learn there, and then I continue studying the material outside of
class. My parents often help me with studying at home” (IS1). Another possibility is that
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the teachers could be acting as mentors for students, but this is not the case. The teachers
may be unfamiliar with how to properly mentor students but, as in the Canadian case, the
teachers have too little time to do any mentoring: “In my school, teachers do not use a
mentoring method. This is because many students and teachers don’t know what
mentoring is, and they have not been taught this either” (IT1); “We don’t have a
systematic approach to our education. Teachers have a second job, and many have a
third” (IT2);
Any enhanced learning that happens depends on students, because our teachers
are teaching all of the students. They don’t have enough time to work with each
person. Our classes have roughly 30 students, and for a 90 minute class that gives
only three minutes for each person! So, we have to enhance our learning outside
of class (IS2);
“In my school, mentoring, a systems approach, or other methods like that are not
practiced” (IS1). All of this suggests that the Iranian school will have difficulty
supporting their students with higher quality of learning, but since the main focus is on
passing the Konkour exam and using a traditional passive approach to learning they may
think their school is acceptable. The principal at least seems content with the current
system: “We have an assessment system, which teachers and myself can use, that
manages the students. For the final marks, I have to monitor them and make sure they are
consistent with our guidelines” (IP).
For the Supportive Management dimension, the principal and teachers were in
agreement that a small amount of support was available but in a very limited format. In
particular, the structure of the school was quite rigid hierarchically speaking. The low
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scores were based on comments such as: “I prefer to make major decisions, but I collect
suggestions from others. So, I make the decisions but I use my knowledge and the
knowledge of my colleagues” (IP); “I trust my colleagues, but since I’m the one who is
responsible I have to consider all the sides of a decision” (IP);
our education system follows a very hierarchical system. Any new ideas we get
are supposed to be from a higher level. So, our principal is not open to new ideas
from his staff or other teachers because that’s what is expected of him: to follow
the role given to him (IT1);

[the teachers] know [our principal] has to follow the role he’s given. His trust for
us varies depending on the activity … I don’t think administrators in general help
other teachers and staff to improve their skills or knowledge, but this is because
they aren’t told to to do by the higher levels of the education system. (IT1)
The students were also in agreement: “Our education system is quite traditional. It’s
almost the same as for my parents, and even my grandparents: teachers teach the material
and students practice it and do assignments” (IS1); “I think my parents had a better
situation for learning. They could find good books on the black market. We have the
Internet and cellphones, but students just memorize the material” (IS2); “I think our
teachers are interested in new ideas and want to hear from us, but the students aren’t
interested in that. Maybe the students never learned about this” (IS1). Having a
hierarchical organization structure that is focused on traditional performance metrics is
consistent with the earlier comments about using exams and passive learning. In addition,
as shown from other comments, the teachers and principal are using only level three of
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the T&S continuum. Since this does not require significant critical discussion for decision
making, the leadership structure is using the same approach as the teachers in their
classrooms (i.e., they are not teaching critical thinking in their classes and are not using it
in the decision making of the school either).
For the Transforming Structure dimension, it was clear from the comments that
the school used a top-down structure and had limited communication and cooperation
between different levels and groups of individuals. For example, the following quotes
show the limited cooperation that occurs:
Teamwork between students would be good, since it’s a more active learning
approach as you previously mentioned, but the quality and effectiveness of this
strategy depends on the teachers. Team activities can be hard sometimes for
Iranians, especially Iranian students, but I believe we have to improve this and
create a better relationship between students and teachers (IP);
“Teamwork exists in our education system symbolically, but we are very unsuccessful in
how it is applied” (IT2). Similarly, there is limited communication between the levels of
the organizational structure:
our principal never encourages or asks us to learn new things. I think we talked
about this already; the principals have to follow the rules given to them from
Tehran [Iran’s capital]. Because of how centralized the education system is,
principals, teachers, other staff and even students are limited in what they can do
and how they can develop regarding their responsibilities (IT1);
“Students don’t like going to the principal’s office. However, his door is open for us
whenever we want to speak with him” (IS2);
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I don’t have enough information about the different levels of administration in our
school. However, I don’t think there’s much control over our teachers’ activities
in class. For example, for the last two years our mathematics teacher hasn’t taught
us well at all. To get a better understanding of the material, my parents have to
pay him money so we can attend his private lectures outside of school (IS1);
“Our principal is a supportive, encouraging, and open-minded person. His goal is to
increase the number of students who can pass the Konkour exams” (IS1). Note that this
last comment from a student suggests that the principal wants to hear new ideas, even
though the teachers say otherwise, but at the same time the student is clear that focus for
the school is only passing the exams. These comments about the organizational structure
of the school also show how difficult it is to implement a participatory or contingency
approach, which is particularly important for this school which is trying to follow
Leadership by Islam. The students are unable to provide comments that are meaningful to
the operation of the school, so they cannot participate in how it functions. Similarly, the
principal cannot change the operation of the school to match the local circumstances or to
respond to concerns from the students or even teachers, since he has to follow what plans
have been developed from the country’s capital (i.e., the principal cannot use a
contingency approach).
Integrated Analysis
This section contains the same data as the previous sections, but is arranged and
analyzed such that comparisons across the cases can be conducted.
Principals. In Table 5.15 and Figure 5.5 below are comparisons of the INVEST
scores of all the principals as well as their level for the T&S continuum. As can be seen
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in those tables, the Turkish and Iran principals had the same scores and the Canadian
principal scored slightly higher on all areas. In other words, the Turkish and Iranian
principals behaved similarly with respect to their method of leadership in the schools.
The similarity also came through in the other scores (three characteristics and five
principles). Such similarly is particularly noteworthy since the Turkish school is a highly
ranked public school but the Iranian is not, it is a typical public school for lowersocioeconomic students (as the Iranian teachers mentioned, mid- to high-socioeconomic
students would go to higher ranked and speciality schools). It is also significant that,
although the Canadian principal was always higher than the other two, the only area
where he scored two steps higher was in Supportive Management. This suggests that,
despite the opinion of all principals that they support their staff, only the Canadian
principal was willing to use a less rigid/hierarchical, and a more open/democratic,
approach to managing and supporting his staff. This approach is also seen in the
Canadian principal’s higher ranking on the Tannenbaum and Schmidt continuum.
Table 5.15.
Comparison of INVEST and T&S scores for the principals
Dimension

Canada

Turkey

Iran

Inspired learners

5

3-4

3-4

Nurturing culture

5

3-4

3-4

Vision for future

6-7

5

5

5

3-4

3-4

Supportive management

6-7

3-4

3-4

Transforming structure

5

3-4

3-4

Decision making as per T&S continuum

5

3

3

Enhanced learning
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Figure 5.5. Comparison of INVEST scores of principals, using data from Table 5.15.
Teachers. In Table 5.16 and Figure 5.6 below are comparisons of the INVEST
scores of all the teachers as well as their T&S ranking. Again, we see a similar pattern in
that the Canadian teachers are ranked higher than the Turkish or Iranian teachers.
However, unlike the case with the principals, the Canadian teachers are the same as the
Turkish teachers for Supportive Management. Furthermore, all of the teachers ranked the
same (a score of 3-4) for Vision for the Future. This suggests that, again despite what the
principals may think, none of the schools were effective at conveying the vision chosen
by the principal or school board to the teachers. All of the teachers also ranked the same
(a score of 3-4) for Transforming Structure. This suggests that, although they may want
to support and encourage their students, and may try to work in a less hierarchical
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manner, they are still all unable to engage in practices that would transform how they
interact with students. In other words, all of the teachers have roughly the same attitude
towards the hierarchical structure of the school (how they relate to each other, to students,
and to the principal) regardless of the country. This is important given that the Canadian
teachers ranked quite highly on the T&S continuum, which suggests they were far more
willing to work with each other and consider opinions of the students when deciding how
to organize and conduct their classes. Lastly it should be noted that the Iranian teachers
received the lowest score for Nurturing Culture. In other words, they had little desire or
ability to empower and support their students in areas of personal growth. Given their
comments on their financial difficulties and lack of time, this low score makes sense.
However, it is likely more widespread than just the interviewed teachers given that the
Iranian students mentioned similar issues.
Table 5.16.
Comparison of INVEST and T&S scores for Teachers
Dimension

Canada

Turkey

Iran

Inspired learners

5

3-4

3-4

Nurturing culture

3-4

3-4

1-2

Vision for future

3-4

3-4

3-4

Enhanced learning

5

3-4

3-4

Supportive management

5

5

3-4

Transforming structure

3-4

3-4

3-4

6

3

3

Decision making (class management) as per T&S Continuum

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION

277

Figure 5.6. Comparison of INVEST scores of teachers, using data from Table 5.16.
Students. In Table 5.17 and Figure 5.7 below are comparisons of the INVEST
scores for all of the students. First, it is important to note that both the Canadian and
Turkish students were highly motivated (6-7) in terms of continuous learning. In both
cases this seemed to come from a desire to enter a good university after completing high
school. The Iranian students, in contrast, had a pessimistic view of their job and academic
opportunities after graduating, and that would have likely been the source of their low
motivation. Since the Iranian students compared being in school to being in custody, they
clearly had a low desire to be at school. All of the students scored the same on Vision for
the Future (3-4): they all said they had a poor understanding of the vision for their school.
This result, and even the score, was the same as for the teachers. Thus, regardless of the
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area, the vision and purpose behind the school may be understood by the principal but it
has not been conveyed to the teachers (as seen above) nor the students. Just as the
teachers developed their own vision for what they thought the school’s purpose was, the
students did the same: they developed their own vision for the purpose of their school and
why they were learning. Similarly, all of the students scored the same in terms of
Transforming Structure (with the same score as the teachers). This suggests the students
did not see anything in their school that challenged the hierarchical model or involve
them in a meaningful way for decision-making about the school. The Iranian students
also got the lowest score for Supportive Management, suggesting they only saw a very
traditional approach to leadership in their school (i.e., teachers and principals used a
rigid/hierarchical approach in the eyes of the students).
Table 5.17.
Comparison of the INVEST scores for the students
INVEST Dimension

Canada

Turkey (FI)

Iran

Turkey (II)

Inspired learners

6-7

6-7

3-4

3-4

Nurturing culture

5

5

3-4

3-4

Vision for future

3-4

3-4

3-4

3-4

5

5

3-4

3-4

Supportive management

3-4

3-4

1-2

5

Transforming structure

3-4

3-4

3-4

3-4

Enhanced learning
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Figure 5.7. Comparison of INVEST scores of the students, using data from Table 5.17.
Comparison of Schools. The data for the various schools can be seen in Table
5.18 below, which contains the same values as Tables 5.12 to 5.14. When comparing
across the schools, it was clear that the Canadian scores were generally higher. However,
the student scores from the Canadian and Turkish students were the same and the scores
of the Canadian and Turkish teachers were similar. This is significant, since the Turkish
school is considered one of the top public schools in Turkey while the Canadian school
was good but not within a similar national ranking. Across all three schools there was a
common problem with Vision for the Future. The principals all felt their schools had
clear visions, understood by everyone, but the teachers and especially the students had no
idea what the vision or disagreed that the vision given was appropriate. As such, the
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teachers and students ended up developing their own vision of what their schooling was
for. All of the students associated their vision with a future career and the teachers
regardless of the school encouraged this, but the Iranian students were very pessimistic
about the usefulness of their schooling in terms of employment. In addition, all of the
schools suffered from low (3-4) scores for Transforming Structures. This indicates that,
regardless of the country, the public schools all took a hierarchical approach to the
structuring of their school and this was resistant to change. The most advanced was in
Canada, where the teachers and principal tried to include others in decision-making, but
even in that case the school was limited in how much the structure could be changed.
Table 5.18.
Comparison of INVEST scores and T&S ranking across schools
Dimension

CP

CT

CS

TP

TT

TS

IP

IT

IS

Inspired Learners

5

5

6-7

3-4

3-4

6-7

3-4

3-4

3-4

Nurturing Culture

5

3-4

5

3-4

3-4

5

3-4

1-2

3-4

6-7

3-4

3-4

5

3-4

3-4

5

3-4

3-4

5

5

5

3-4

3-4

5

3-4

3-4

3-4

Supportive Management

6-7

5

3-4

3-4

5

3-4

3-4

3-4

1-2

Transforming Structures

5

3-4

3-4

3-4

3-4

3-4

3-4

3-4

3-4

T&S decision-making rank

5

6

/

3

3

/

3

3

/

Vision for the Future
Enhanced Learning

Additional Turkish school. When I went to Turkey to conduct the interview I
asked the school board for Istanbul to direct me to a regular public high school. However,
I met with the Istanbul Province National Education Director (IPNED)45 and was told
that the school I originally wanted to interview is too far away, so they introduced me to a
different school, a school that is one of the oldest and internationally renowned high

45

İSTANBUL İL MİLLÎ EĞİTİM MÜDÜRLÜĞÜ
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introduced some potential problems for the research. Both the Canadian and Iranian
schools were considered regular public schools, even though the socio-economic status of
the students in Iran was likely lower than that of Canada. To try to fix this potential
source of bias, I also interviewed two more students and two more teachers from a
different public high school in Istanbul. After analyzing their comments in the same way,
I calculated INVEST scores and have included those scores in Table 5.19 below. Figure
5.8 also shows a comparison of these scores. This provides a way of comparing the elite
public high school with a potentially more typical public high school. The only difference
between the teachers’ scores was that Vision for the Future was slightly higher for the
typical school. This may be a result of a more standardized approach to the curriculum.
The elite school might be given more freedom in their instruction and the principal could
then use a certain history as the vision for the school, and although the teachers disagreed
about this vision they had no alternative. Perhaps the typical school might just be
required to follow whatever vision was given from the school board, and that lack of
freedom allowed the teachers to have a clearer picture of their vision. However, this
greater scoring for vision did not translate to the students, who scored the same for Vision
for the Future across both schools. However, an important difference was that the
students from the typical school were less motivated than the elite school (i.e., Inspired
Learners score of typical school students was lower). This could be related to the elite
students’ desire for using their schooling for further academic education whereas the
typical students may not see as a great a value in the result of their education. There were
also differences in Nurturing Culture and Enhanced Learning scores, with the elite
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opportunities at the elite school due to greater funding, prestige, and freedom from the
curriculum than a typical school.
Table 5.19.
Comparison of INVEST scores for informal interview (II; typical Turkish school) and
formal interview (FI; elite Turkish school) of teachers and students
INVEST Dimension

Teachers/II

Teachers/ FI

Students/ II

Students/ FI

Inspired learners

3-4

3-4

3-4

6-7

Nurturing culture

3-4

3-4

3-4

5

Vision for future

5

3-4

3-4

3-4

3-4

3-4

3-4

5

Supportive management

5

5

5

3-4

Transforming structure

3-4

3-4

3-4

3-4

Enhanced learning

Figure 5.8. A comparison of the INVEST scores of the informal and formal Turkish
interviews.
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Summary
In this chapter I presented an analysis of participants’ comments about Leadership
Styles and Organizational Structure dimensions. The comments were analyzed in five
ways: in terms of the Tannenbaum and Schmidt leadership continuum, the three
Leadership Characteristics of a Learning Organization, the Five Principles of Individuals
in a Learning Organization, the INVEST model, and an integrated analysis using
INVEST. The responses were analyzed separately, and then the integrated analysis
compared the responses across participant type (e.g., compared principals’ comments to
the teachers’ comments) and across case studies (e.g., Canadian responses compared to
Iranian responses). Across the various measures, the Canadian participants scored the
highest, and the self-reports of their attitudes and behaviour were the most consistent with
a learning organization and closest to the educational leadership model for a global
society. However, the Canadian responses suggested that there was still area for
improvement, such as students and teachers not knowing the vision of their school. In
Chapter Six, I will conduct a further analysis in terms of the approaches to learning
dimension and discuss various areas in which the studied schools and their surrounding
context are problematic for implementing the model of educational leadership.
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Chapter Six: Discussion
In this chapter some general discussion arising from the results and their analysis
will be presented. Most of this discussion is related to Research Questions 5 and 6, which
look at methods for learning used in the school and potential problems for implementing
a global education model in that school. In particular, there will be a discussion about the
role of family for the participants (RQ5 & RQ6), the role of population patterns for the
participants (RQ5 & RQ6), effect of religious ideology in education (RQ5 & RQ6),
relationship between case studies and UN goals for sustainable education (RQ6), and
changes needed so that situations like those presented in the case studies will be more
aligned with a global education model (RQ6). This chapter ends with a general discussion
of the results and how a new model could be voluntarily adopted by other countries.
Role of family
Some of the responses from the students mentioned occasional involvement with
their family. For example, TS1 said: “I would like to learn more by myself but my
parents, and my brother who is a medical student, help and guide me with my school
work.” This involvement was most strongly noticed in the Turkish case study.
The Turkish teachers indicated that their principal is supportive of hearing
alternate opinions and involves others in decision-making discussions (a score of 5 on the
Supportive management INVEST scale). The Turkish principal felt he was very good at
this, since his comments indicated a score of 6-7 on Supportive management. However,
this contrasts with the comments from the Turkish students. The students’ comments
indicated a score of 3-4 on Supportive management. This indicates that they did not
believe that the principal, nor their teachers, were engaging them in considerations
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regarding how the school or classroom was going to function. This, in turn, may have
affected their impression that the teachers and principal were interested more in the
functioning of the school than any plans they had for their schooling. In other words, the
students’ motivation to do well in school may not have come from the teachers and
principal, whose goals were not necessarily consistent with that of the students.
Consistent with this conclusion, TS1 said: “Students are responsible for studying,
and teachers are there to make us learn through assignments, exams, and oral
evaluations.” TS1 also said: “We [students] aren’t involved in any decision making, the
teachers don’t involve us in that. … I don’t like to give suggestions for my school
because some of our teachers don’t want to hear about new ideas.” And in the category of
Inspired learners, TS1 said: “I would like to go to medical school. So, I concentrate on
my courses and just study my school books. This goal of entering medical school is
encouraging for me.” There was no comment from TS1 about the teachers supporting this
goal of medical school, but there was support from the family as the quote at the
beginning of this section indicates. Although these comments are from TS1, there are no
conflicting comments from TS2; thus, it appears that both TS1 and TS2 received minimal
encouragement from their teachers, at best, for accomplishing their goals.
Despite this lack of support from teachers, the students’ comments ranked high on
Inspired learners (a score of 6-7). Family could be considered one factor for this high
inspiration and desire to learn. If the students had support from families then it seems
more likely that they would continue to be inspired at school, even if the teachers were
not that supportive. The students also considered their school very good: “My school
ranking is perfect because it’s between three high-ranking schools in Turkey. Therefore,
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we have to study, study, study” (TS1); “My school is the best school in Turkey! I entered
here with a good situation since many students dream to come here. I’m a lucky person to
be here” (TS2). However, the excitement about the school suggested in these comments
was from the school’s country-wide ranking, and not necessarily their enjoyment of
attending school; in other words, the students were excited to go to a school that could
potentially improve their future life prospects (employment or post-secondary education).
This possibility is explicitly mentioned by TS2. Thus, it is possible that the students were
inspired to learn so that they could accomplish their own goals (e.g., TS1 wanting to go
to medical school), which they believed a school of a sufficiently high country-wide
ranking could provide. The family then provided the support that was needed to maintain
that motivation given the difficult and heavy workload (e.g., TS1 asking his parents for
help, particularly his brother in medical school).
Although it was mentioned in the methodology chapter that interviews with
family members were considered but excluded due to practical difficulties, this might be
a topic for future research. There is some evidence that families play an important role in
student success at schools in the Middle East (e.g., Tabrizi, 2013). From the comments
here it seems that they could also play a role in the degree to which a school is a learning
organization. Hence, interviewing family members with respect to their motivation for
learning, and their relationship to the learning that occurs at the school, could help
identify other factors that might aid or hinder implementing a model for education in a
global society.
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Role of population
The Iranian principal, teachers, and students all indicated that the teachers are
unable to provide sufficient instruction and support due to financial constraints. This can
be seen in comments such as: “Self-improvement is a good method and necessary for
education, but in Iran the teachers and other staff have many economical problems. For
them, the first step is to handle their cost of living” (IP); “[Iranian] teachers have to work
in two or maybe three jobs, and majority of them believe [their job as a teacher] is just
something to keep while they grow older because it has a pension and insurance” (IT1);
“Many teachers in our school don’t teach very well, and they invite students for private
tutoring classes that they run on the side” (IS1). The problems this can cause over time to
society and students’ quality of education have already been explored in other studies
(e.g., Tabrizi, 2013), but it is also a potential problem for implementing a sustainable
education model in Iran. However, there is a related financial problem associated with
population growth.
If the teachers are struggling financially, and have multiple jobs, students may
encounter employment problems after they graduate. The students believe the problem is
bad: “I’m motivated by goals for my future, like a university degree and a good job, but I
know that even with a university degree we [students] will not be able to find job” (IS1).
As such, there is an expectation that they will have difficulty finding work and may
require additional training or certification. In other words, they may think attending a
post-secondary institution is required in order for them to have a hope of finding a job.
There is some empirical support for this possibility, as explained in the following
paragraph.
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Of Iran’s estimated 80 million people, roughly 60% of them are under the age of
30 (ICEF Monitor, 2015). University enrolments have increased dramatically in just over
the past decade, from 22.8% of people aged 18 to 24 in 2005 to 71.9% of the same age
group in 2017 (World Bank Open Data, 2017; see Figure 6.1 below). This indicates that
enrolling in post-secondary education is increasingly seen as important or even necessary
among Iranian. Given the students’ current dislike of their schooling environment it
seems likely that they might be further de-motivated by the thought that additional years
of schooling would be necessary before they could potentially find a job. Furthermore,
there is the concern of IS1 that even a university degree is insufficient for work. Data
reported by Habibi (2015) suggest this concern is real: in 2011, Bachelor’s graduates had
a 19.4% unemployment rate and this was higher for STEM (Science, Technology,
Engineering, Mathematics) degrees (e.g., 22% for engineering, 30% for computer
science). Although there is still opportunity for employment, the rates are high and an
intense competition in the job market, and desire from employers for credentials, is likely
to lead to problems for students (ICEF Monitor, 2015).
Despite the reality and resulting concern regarding limited employment after
graduation from high school or university, the biggest problem the Iranian students had
with their school in terms of INVEST was the Supportive management dimension (a
score of 1-2). Even the Inspired learners dimension, while low with a score of 3-4, was
still in line with the rest of the dimensional scores. While the population metrics
regarding job opportunities were de-motivating, they were not as bad as the poor
educational environment the students were in, according to student responses. However,
increasing the Supportive management dimension, although important, may not be able
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to solve the motivational problem. It seems that the students have limited options for
what to do after secondary school (both in reality and in their expectations), and those
options may not improve as a result of more supportive teachers or more inspired
learners. Wider societal change may be required.

Figure 6.1. Percentage of Iranian population aged 18-24 enrolled in tertiary education
(World Bank Open Data, 2017).
Religious ideology in education
It was noted while analyzing the leadership methods and organizational structures
of each case study that some comments from the participants suggested there might have
been ideological influences from their country’s government, particularly their
government’s religious ideology. Although this ideology may manifest itself in the
organizational structure or certain INVEST dimensions, understanding a wider context
might be useful for exploring potential religious ideological effects. Identifying such
effects may also help determine the appropriateness of each case study’s existing
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leadership methods and organizational structure as a model for education in a global
society. Thus, this section will highlight examples of how government religious ideology
may potentially be influencing the school system.
Iranian case study. In Iran, the reforms that occurred during the revolutionary
years (1979-1988) were aimed at increasing the role Islam played in all aspects of life for
Iranians. The first stage of these reforms had three goals: promoting a more Islamic
culture, creating a new Muslim individual through socialization, and controlling Western
cultural influence (Paivandi, 2006; Wright, 2010). Although the initial steps were
political, education reforms started shortly afterward. Paivandi (2012) has indicated seven
types of changes that have occurred in the Iranian educational system between 1979 and
2012: 1) new laws passed to change the goals and orientation of education towards
furthering an Islamic culture, 2) curriculum changes to add more Islamic content to the
textbooks and lesson plans, 3) structural changes to the education system to reorganize
roles and the people in those roles, 4) increased state regulation and management of
teacher training and recruitment, 5) new organizations46 connected to the schools whose
job is to reinforce socialization with the government’s political and religious ideology, 6)
increased enrolment in schools at all levels (primary to tertiary), especially for girls, 7)
increased centralization of the education system. Some of these changes were seen in
comments from participants, such as: “our education system follows a very hierarchical
system” (IT1); “Since all students in Iran have to pass a course about military readiness,
we have to go to a shooting range regularly” (IS2); “Any new ideas we get are supposed
to be from a higher level. So, our principal is not open to new ideas from his staff …
46

One example is the Basij, or the Organization for Mobilization of the Oppressed. This is a paramilitary
force attached to the Revolutionary Guard whose role is to attract, train, organize, and employ volunteers to
further the goals of the Revolutionary movement within the Iranian government (Golkar, 2015).
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clergyman comes to our school once per week and students can ask them questions about
religion” (IS2); “[Our principal’s] trust for us varies depending on the activity, and of
course the administrators who are religious have their own group of preferred teachers”
(IT1).
Of the changes made to the education system, only three will be discussed in
more detail: structural reorganization, curriculum changes, and gender differences. Some
important aspects of the structural reorganization are political in nature. Teachers
opposed to the Islamic Revolution were removed from the education system, as best as
could practically be done, and the Educational Affairs (Omour Tarbiyati) committee in
the government was created for the purpose of ensuring that an Islamic culture consistent
with and supportive of the government was created at schools (Paivandi, 2012; Wright,
2010). Other religious practices were added to the schools, such as daily prayers and
regular visits with members of the clergy, and events for spreading and sharing state
propaganda (Paivandi, 2012; Wright, 2010). There was also a law passed in 1987 that
emphasized the ideological framework for schools: that the most sacred mission of
schools was to educate the new generation so they became “virtuous believer[s],
conscientious, and engaged in the service of the Islamic society” (Paivandi, 2006).
One place the curriculum changes could be seen is in the content of textbooks. In
the early 1980’s, the government created a committee, the Headquarters of the Cultural
Revolution (Setad-e enqelab-e farhangi), to reform the curriculum so it would have more
Islamic values (Mehran, 1998). Such revisions started with higher education, but
eventually resulted in changes throughout the whole education system (Paivandi, 2012).
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religious topics, particularly viewpoints consistent with the Shi’a Islamic ideology of the
government, were found in 38% of lessons across all topics (history, social studies,
science, literature, and religion) (Paivandi, 2008). The social science textbooks discuss
various social (e.g., families, social groups) and political topics (e.g., democracy,
theocracy, requirements for being an Islamic leader) from the perspective of Shi’a Islam
(Paivandi, 2008). The history textbooks explain events in light of their relationship to
religion and the conflict between divine truth and the enemies of this order (Paivandi,
2008). The textbooks also frequently refer to historical figures of post-1900 Iran, and
themes of conflict and martyrdom are prevalent (Paivandi, 2008). This results in material
that is inconsistent with a modern education (i.e., there is no separation between the
experimental sciences, social sciences, and religion despite differences in methodology
and epistemology) but very consistent with the ideological agenda of the Iranian
government (Paivandi, 2012; Wright, 2010).
Another expression of ideology in the curriculum is the recent enrolment
restrictions for the Humanities47. As was the case with adjusting the curriculum content,
the Iranian government (through the Ministry of Education) has also restricted enrolment
in Humanities courses at the high-school level (AftabNews, 2015). The government
concern was that the entrance requirements were sufficiently low that it was becoming
too easy to enter, so the response was to limit which high schools could offer courses on
humanities subjects since that would make it more difficult to complete entrance
requirements for post-secondary education (AftabNews, 2015). However, there is
47

At the high school level, the humanities in Iran is equivalent to social science in Canada. At the postsecondary level, the humanities refers to courses such as sociology, education, psychology, political
science, law.
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removing ideological opposition and making it more difficult for the citizenry to decide
how they want to engage with their government (Saleh, 2017). If this concern were true,
it would be contrary to the approach suggested by critical pedagogy. Since one goal of
critical pedagogy is to enable students to learn how to analyze power relations, such as
ideological influences within media, this goal cannot be achieved through an education
system that emphasizes a certain ideology without providing contrary views or sincere
opportunities for criticism and discussion of alternatives.
Furthermore, there are changes in the amount of time spent explicitly on religious
education. From 1975 to 1994 the time spent on religious education went from 7% to
17% in primary school and 5.5% to 11% in secondary school, with the average amount of
time changing from 6.4% to 12.7% (Gooya, 1999; Moussapour, 1999). Taking into
account the religious material present in non-religion classes (e.g., history, Arabic
courses, literature), roughly 25% of the time in school is spent on religious education
(Paivandi, 2006).
There are also signs of gender discrimination in the school system. Paivandi’s
study (2008) of the school textbooks indicated that pictures of women in the books were
biased towards the Shi’a traditional gender roles. For example, pictures of women are
strongly present in home or family settings but absent from historical, cultural, scientific,
and political personalities. Paivandi concluded that the way in which men and women are
presented in textbooks indicated that men and women were unequal, have distinct social
and private roles based on their gender, and that women and men are neither socially nor
legally equal (Paivandi, 2008). These details are reinforced by other laws that impose
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these same social roles upon people, such as women being required to dress a certain way
and restricting how men and women can interact in public and even large privately-held
events (Paivandi, 2012).
Turkish case study. The ruling political party in Turkey is the Justice and
Development Party (Adalet ve Kalkınma Partisi, or AKP). Since it came to power in
2002 there has been plenty of debate regarding whether the AKP is supportive of a
democratic form of government, as per Western European countries, and a secular (i.e.,
non-religious) approach to social and political affairs. A good example of this debate is
provided by Çınar (2011), who reviews a representative sample of academic works
analyzing the AKP. These works discuss: whether the AKP follows a political Islamic
ideology, whether it is against or supportive of secularization, whether it is democratic,
and whether it is similar to other European religious-democratic parties. Çınar (2011)
concluded that the representative sample is in complete disagreement about these topics,
likely because it is too difficult to remain neutral when conducting such an analysis.
Turkish scholars frequently use academic research to support their own ideological
stance, because of how strongly embedded the topics of Islam and secularization is in the
public and private lives of the Turkish citizenry.
For instance, the analysis conducted by Eligür (2010) suggested the AKP follows
a political Islamic ideology, and is very much interested in eliminating a secular
democratic state. In contrast, the analysis conducted by Hale and Özbudun (2010)
suggested that the AKP uses the traditional social values of the Turkish people (which are
based on Islam to a large extent) in much the same way as conservative political parties
in Western countries. In other words, the AKP is not Islamic in the sense that they are
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trying to use the state to push Islam on the population, but rather are pushing for a state
that is independent of religion and democratic in nature but which encourages and
supports the social values consistent with Turkish culture (which may be Islamic in
origin). The analysis conducted by Atasoy (2009) suggested that the AKP is using Islam
in the party’s ideology as a value system while also pursuing a policy agenda in favour of
liberalism and democracy (so as to join the European Union), and a neoliberal approach
to economics. Çınar’s (2011) own analysis suggested the AKP is focused on their
ideology of creating a national identity reminiscent of the Ottoman Empire, and that the
Islamic nature of the party is from this identity. In other words, the party is secular in
terms of political policy but Islamic in terms of social values and national identity.
There are also examples of the AKP taking a more authoritarian stance, the most
recent and strongest one being their reaction to the failed military coup in 2016. After the
coup attempt failed to topple the government, the response from the AKP was a wide
arrest of tens of thousands of government workers – soldiers, police, judges, teachers, and
various bureaucrats and administrators (Cockburn, 2016). This arrest was justified by the
AKP as cleansing the state from terrorists but external commentators were more
concerned that this represented an unnecessarily harsh response. For example, one of the
comments from Amnesty International was that “The sheer number of arrests and
suspensions since Friday is alarming and we are monitoring the situation very closely”
(Cockburn, 2016). One year later, more arrests of military personnel, police, and
academics have occurred and the same concerns from the international community have
been voiced (AFP, 2017).
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Some of the ideological behaviour of the ruling party can be seen in comments
from the participants. One example was the replacement of teachers in the school with
those sympathetic to an Islamic instead of a secular ideological viewpoint: “We’ve
changed almost 98% of the teachers here because they were secular” (TT2); “I look and
find teachers who practice Islam. [Then I suggest these people to the principal.] After my
suggestion the principal invites them and we have a small interview.” (TT2); “most of
our students and their families are secular. So, by having Islamic teachers at least they
can learn about Islam this way in school” (TT2).
Canada case study. In the Canadian case study, there were no comments from
participants on the topic of religion. This is unlike the participants in the other case
studies, who spoke rather openly about religion despite being in the public school system.
However, a lack of comments from participants does not mean such influences do not
exist but rather that nothing was openly discussed. The Canadian federal government
does not have much control in that matter since provincial governments are responsible
for education across the Canadian provinces. As already discussed in Chapter Four, the
public schools in Ontario are operated by either secular (i.e., non-religious) or Roman
Catholic school boards. Although the Roman Catholic school boards prefer teachers to be
practicing Catholics, there are no such preferences for the secular school boards. Since
the 1980’s, Roman Catholic schools have been given public funding like the secular
public schools, but on the condition that non-Catholic students can attend the Catholic
schools and that exclusions from religious studies courses or ceremonies be allowed for
anyone who requests it (Alphonso, 2017). However, there have been recent examples of
students asking for such exclusions and being granted them in a way that violates human
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rights laws. For instance, one high-school student requested an exemption from religious
studies classes in their final year and was granted this exemption provided they did not
attend any other academic ceremonies (Alphonso, 2017). A lawsuit was launched, with
the result recently settled in favour of the student: the Ontario Catholic high schools
cannot force students to provide acceptable reasons or meet with school board members
in awkward or confrontational settings before an exemption from religious studies will be
considered or accepted (Alphonso, 2017). This result is interesting when compared to the
circumstances of the other case studies. In particular, it shows that the Ontario
government is pushing for a more religion-neutral stance in the public education system.
It appears that the government is not banning religious studies or events, but is instead
trying to ensure that religious studies and events are not being forced onto students
without their (or their parents’) consent.
UN sustainable education target for 2030
The United Nations has set out a plan (United Nations, 2015) for improving the
educational circumstances of all countries by the year 2030. This document is important
because it outlines expectations from the international community about what kind of
education is desired for a global society. As such, it would be useful to see how the case
studies and understandings of schools practices gleaned from them align with the
expectations of this plan. The time frame for accomplishment of the goals outlined in this
document is 2030, more than a decade away, so there is no expectation that the goals will
have been met at this time. However, if there are problems posed by the leadership style
or organizational structure of the school in a case study for accomplishing the 2030 goals
then the approach used by that school is likely to be incompatible with the global model
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this thesis is exploring. Therefore, the rest of this section will look at some specific goals
within this UN plan and see how the different studied schools align with them.
Equitable education. Goal 4.1 of the Sustainable Development Plan is for
countries to: “ensure that all girls and boys complete free, equitable, and quality primary
and secondary education leading to relevant and effective learning outcomes” (United
Nations, 2015). This goal is problematic for the Iranian case study, and may be a problem
in the Turkish case study, because of the circumstances with religious ideology. Although
reference to ‘equitable’ education is often ambiguous, the term can suggest a need for
fairness in educational access and content regardless of the students’ chosen religion
(Zhang, Chan, & Boyle, 2015). As was previously discussed though, the Iranian
education system seems designed to further the Shi’a Islamic ideology of the current
government. In particular, the 1987 legislation regarding education states, “[religious]
purification takes precedence over training”; further, the objectives of such education
must emphasize “the promotion and reinforcement of religious and spiritual foundations
through teaching the principles and laws of Shi’ite Islam” (Safi, 2000).
Another area of potential inequity in education is the language of instruction. In
Iran, there are significant minority populations whose first language is not Persian, such
as the Kurdish, Azeri-Turkish, Turkmen, Arab, Gilaki, Mazandarani, and Balouch
peoples (Tabrizi, 2013). Although the Iranian constitution allows instruction to occur in
languages other than Persian, in practice teachers are required to teach in Persian and the
students, regardless of their first language, must learn in Persian (Tabrizi, 2013). This
policy has been associated with higher dropout rates (Tabrizi, 2013). It also seems
unnecessary, since there are areas in Iran where a minority group’s first language is the
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dominant language of social and economic interactions. A similar problem exists in the
Turkish case study, where Turkish is the required language in schools even in areas of the
country where the first language of other minority groups (such as the Kurdish people)
dominate nearly all social and economic interactions (Mabry, 2015). In the Canadian case
study, there is a better sense of language differences such that instruction can occur in
either of the two official languages (English and French). However, Canada may soon
face a circumstance where other languages (such as Arabic or Mandarin) become
sufficiently common in certain areas that other languages of instruction may need to be
considered.
The Turkish and Iranian case studies face further problems in this regard because
they are moving towards a Leadership by Islam approach (especially Iran). In that
approach, justice is considered to be an important quality that leaders should express and
develop. However, having a school system that bends to ideological interests instead of
policies that lead to equity and quality in education is not a good expression of justice. In
the case of Iran, requiring students to learn in Farsi, when other languages would be more
appropriate for the surrounding local context and reduce dropout rates of students, is not
an example of justice and it actually harms the quality of the education. A similar case
could be made for the Turkish school, though it may not be as bad since the ideological
influences of the government are not seen as strongly: the Turkish school may be pushing
for more Islamic teachers but it is not outright pushing the religious ideology of the
government as in the case of Iran. However, the concerns that the Turkish government
may push for a greater Islamic ideological influence in the school system is a legitimate
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concern that is yet another example of uncertainty over whether its leaders are acting with
justice in mind.
Wealth and gender discrimination. Goal 4.5 of the Sustainable Development
Plan is for countries to: “eliminate gender disparities in education and ensure equal
access to all levels of education and vocational training for the vulnerable, including
persons with disabilities, indigenous peoples and children in vulnerable situation”
(United Nations, 2015). This goal has been problematic for Iran due to limitations in
teacher support. For instance, the Iranian participants described the limited time teachers
had for in-class support and that most support given outside of class time was in the form
of paid private classes. There were also different levels of high school depending on
academic achievement, and family wealth plays a role in such achievement given the
prevalence of and need for paid tutoring. For instance, IT1 said: “[Iranian] students are in
one of three different groups: [1] rich, [2] smart and active, and [3] students from poor
families. … students from poor families usually have to work after school so most of
them have to go to public schools.” Both of these points suggest that Iran is currently not
ensuring equal access to education and that there are differences depending on wealth,
family circumstances, and teacher training.
Gender discrepancies are a different issue for Iran. The number of women being
enrolled in schools has increased dramatically since the 1979 revolution, and high-school
as well as post-secondary diplomas have also increased drastically for women (Paivandi,
2012). It has actually changed such that the number of women becoming literate is
outpacing the number of men, primarily due to dropout problems with boys (e.g., see
Tabrizi, 2013). Although there appears to be limited discrimination between men and

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
301
women in the schools in terms of enrolment, there is discrimination in terms of gender
roles. As discussed previously in this chapter, the social roles expected of the genders are
presented in an unequal fashion in the schools and in a manner more consistent with the
religious ideology of the government (Paivandi, 2008). There are also large differences in
terms of employment or usage of post-secondary degrees; women are often required to
adopt the social role of staying at home or working in very specific fields rather than
working in a field related to their degree due to societal pressure or lack of employment
opportunities (Paivandi, 2012). To summarize, this is another manifestation of the social
expectations of the gender roles presented in the school curriculum and promoted by the
government.
Both the gender discrepancy and the unequal access to education are further
problems for Iran given that they are trying to follow Leadership by Islam. As previously
mentioned, justice is an important quality for a leader and both of these issues are
problems for trying to show justice. However, these issues are also a problem for the
participatory approach of Leadership by Islam. With the participatory approach, the
expectation is that all people are able to participate to some degree in the functioning of
the system. If students are limited in their ability to access education, such as because of
family wealth or learning difficulties, then the participatory approach begins to break
down because the pool of people who can participate shrinks. In one sense, the dropout
rate of a school is also very important since it affects participation in both schools and
jobs that require at least that level of education.
Diversity and peace. Goal 4.7 of the Sustainable Development Plan is for
countries to: “ensure that all learners acquire knowledge and skills needed to promote
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sustainable development, including, among others, through education for sustainable
development and sustainable lifestyles, human rights, gender equality, promotion of a
culture of peace and nonviolence, global citizenship and appreciation of culture diversity
and of culture’s contribution to sustainable development” (United Nations, 2015). In
addition to the religious ideology problems for Iran, there are also problems with respect
to the idea of peace. For instance, IS2 said: “all students in Iran have to pass a course
about military readiness, we have to go to a shooting range regularly.” As well, Paivandi
(2008) discussed the prevalence of conflict and war themes in school material and this is
more consistent with the government ideology of revolution and fighting to promote their
way of life rather than the UN goal of promoting peace. The religious ideology problem
appears again because there is an emphasis on one specific perspective instead of ideas of
global citizenship and promoting appreciation of diverse cultures. In addition, the
organizational structure, with a high degree of centralization in decision-making, seems
to be problematic in relation to addressing issues of diversity in cultures because that
structure is inconsistent with allowing local groups to make decisions based on their own
circumstances. For example, because topics such as course content, after-school
activities, and the vision for a school are all decided at the national level instead of the
local level local, it is difficult to employ culture-specific decisions. This is inconsistent
with global citizenship and appreciating cultural diversity.
In the Turkish case study there were similar issues with respect to diversity and
peace. Due to an emphasis on religious ideology from the government there was an
increasing desire to have Islamic teachers in the schools and encourage Islam in the
curriculum. For example, consider this comment from TT2:
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vision] because a majority of these students are from secular families. Hence, I
have to teach them religious issues with a language that they can understand. This
is my vision, and I think the school’s vision is the same: developing an Islamic
approach to education.
Also, consider TT2’s comments regarding hiring Islamic teachers: “We’ve changed
almost 98% of the teachers here because they were secular”; “I look and find teachers
who practice Islam. After my suggestion the principal invites them and we have a small
interview.”; “most of our students and their families are secular. So, by having Islamic
teachers at least they can learn about Islam this way in school.” This is also pushing for
an attitude contrary to global citizenship and accepting of cultural diversity. It is also
contrary to the quality of justice for Leadership by Islam, since it intentionally excludes
people from work based on their beliefs and is likely to affect how others of differing
beliefs feel when in that school (e.g., children of a non-Islamic background may feel
excluded or pressured if too many teachers are of an Islamic background or push an
Islamic ideology).
The Canadian case study does not appear to have issues with accepting cultural
diversity and promoting peace. One potential problem is with the hierarchical
organizational structure and centralized decision making, but the situation for Canada is
not as centralized as in the case of Iran or possibly even Turkey. For example, in the
Iranian case study the principals indicated that the vision for their school came from the
school board but none of the teachers had seen it and both the principal and teachers
thought they could not contribute to, or comment on, that vision. This suggests a rigid
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vertical and centralized structure, since external input has limited effect. In Turkey, the
vision for the school used by the principal was available to the teachers and students,
even though they did not agree with the vision, but the principal seemed unwilling to
accept suggestions for changing the vision. This also suggests a vertical structure, but less
centralized than the Iranian case since the vision was determined at the school-level and
not by the central government. In the Canadian case study the vision for the school also
came from the school board but the principals and teachers knew how to access it (unlike
the Iranian case), agreed that it was the vision for their school (unlike the Turkish case),
and thought they could offer suggestions or changes to the vision (unlike both the Iranian
and Turkish cases). Even though the Canadian school’s vision was determined by its
school board (i.e., an example of a vertical and centralized structure), the school board
was separate from the Federal government (i.e., less centralized than the Iranian case) and
was open to suggestions (i.e., external input had more effect, and thus was less
centralized and vertically rigid).
Teacher quality. Goal 4c of the Sustainable Development Plan is for countries to:
“substantially increase the supply of qualified teachers, including through international
cooperation for teacher training in developing countries, especially least developed
countries and small-island developing States” (United Nations, 2015). In Iran, the issue
of teacher quality is most visible in relation to motivation and time available to teach. As
previously discussed, the Iranian teachers are often unable or unwilling to spend extra
time with students and tend to be working at multiple jobs. Poor motivation of teachers
due to an insufficient salary has been previously identified (Tabrizi, 2013) but it is also
repeated in comments from this study. The fact that students often need to attend private
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tutoring sessions suggests something about the quality of the classroom experience, or at
least insufficient in-class time to properly handle a topic. This can be seen from
comments such as: “many teachers in Iran believe their responsibility is to teach their
course for the allotted time, about one hour, and that is it” (IT1); “Many teachers in our
school don’t teach very well, and they invite students for private tutoring classes that they
run on the side” (IS1). Teacher quality may also have suffered as a result of an increasing
number of people entering a teaching education program to avoid the Iran-Iraq war or
because of an inability to get a degree in STEM areas (Tabrizi, 2013). Although there are
motivational problems of teachers, the issue of teacher quality is related to accountability.
If teachers are not accountable in terms of how well they are teaching, nor principals in
terms of how well the school functions overall, then there are limited structural ways of
improving quality; another option is for teachers to be self-motivated to improve
themselves, which this study has shown to not be the case in the Iranian school. The
problem with accountability is a greater issue because it is another important quality of
leaders in Leadership by Islam, which the Iranian school is trying to follow.
In the Turkish case study, the interviewed teachers were motivated in their work
but the school was also trying to hire new and better teachers. Although it is possible that
only those motivated to work remained in the school, there may have been ideological
reasons for hiring different teachers. There is also limited collaboration between the
teachers: “many teachers don’t have enough time for other activities, so we just focus on
our specific fields [teaching subjects]” (TT1). Looking at broader trends in Turkey
though, the country is facing an overabundance of teachers such that the number of
applicants is ten times the number of job openings (Çakmakçı, 2017). This is not
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necessarily a problem for quality, as presumably the public schools could hire only the
top applicants, but it says something about the motivation for work. For instance, the
general manager for teacher training at Turkey’s Ministry of Education said that teaching
“was perceived as a guaranteed job” and that “when we condition [potential teachers]
with the notion ‘you are a teacher, you can’t be something else,’ we are doing them a
disservice” (Çakmakçı, 2017). This suggests that many Turkish teachers may have the
attitude that teaching is a permanent position with pension and long-term economic
stability, and that is the most important reason for becoming a teacher.
Although the teachers were not evaluated directly in terms of intercultural
knowledge or global competence, these are still important characteristics for teachers to
develop. Based on how the teachers were evaluated though, since none of them engaged
in active learning techniques or critical pedagogy they were not developing in students
the critical attitudes needed for a foundation in global competence. Furthermore, none of
the teachers talked about including material on intercultural knowledge, even though
some of the students in the Turkish school were experiencing a different culture when
they were interacting with German people. Thus, for this UN goal to be achieved there
needs to be more quality in the teachers in terms of their intercultural understanding,
since that is a growing need for new students.
Necessary changes for a global model
In this section, specific areas of each case study that make their leadership style
and/or organizational structure less consistent with a global education model will be
explored. In particular, three topics regarding the INVEST model will be discussed: the
school vision, supportive management, and transforming structure. In addition a fourth

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
307
topic will be explored, which is how well the schools use an active learning approach.
The active learning approach needs to be considered because of its effect on learning, as
discussed in Chapter Two, as well as its ability to empower students48. Since a global
education model benefits from both a learning organization structure and leadership style
that empowers students, both the INVEST and active learning approaches will be
explored.
School vision. In all three case studies, the principals said they had a clear vision
for their school and that the teachers understood this vision. The Canadian Principal said
that: “our vision is clear,” “you can see our school’s vision statement in many areas,” and
“I know that the teachers and staff here know what our vision is.” The Turkish Principal
said that: “There is a plaque on my office wall, and our vision is written on it … we’ve
had a clear vision from a long time ago,” and “I’m sure this vision is clear for everyone.
There’s no doubt that the staff and teachers know about it.” The Iranian Principal said
that: “there is a vision for this school. It’s available in my office here,” “I think all of the
staff and teachers already know the vision for our schools,” and “No [I don’t share the
vision with students], it is the teachers’ responsibility to give that information to the
students.”
None of the teachers though had seen the vision statement or knew the vision for
the school like their principals thought. The Canadian teachers said: “I haven’t seen a
vision for my school, so I don’t know what it is” (CT1), and “The school board creates a
vision for our school, so we can talk with them about it. … I haven’t seen that vision
48

Empowering students is consistent with the nurturing culture, enhanced learning, and supportive
management dimensions of INVEST. Since active learning involves some level of delegation, it is also
consistent with a higher level in the Tannenbaum & Schmidt Leadership continuum. However, active
learning is an approach to learning independent of both the T&S and INVEST model, so it should be
considered separately.
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displayed in my school though” (CT2). The Turkish teachers said: “I haven’t seen a clear
vision about this school” (TT1), “Yes [there is a plaque in the principal’s office], but that
is about our school’s history” (TT1), “As teachers, we never talk about the school’s
vision between us, but I think all of them know their responsibilities and that is enough,”
(TT1) and “We [the teachers] never talk about our school’s vision with the students”
(TT1). The Iranian teachers said: “I have not heard about our school’s vision, but I
believe teachers have to teach and assess students very well. I could not find anything
about our school’s vision on the Internet either” (IT1), and “in Iran we have different
types of schools, each of which have different visions for their students” (IT2).
None of the students knew the vision for their school either. For instance, the
Canadian students said: “Vision for my school? I don’t know” (CS1); “We don’t have a
prevalent slogan in our school, and my teachers never mentioned one. I certainly believe
other students, my classmates, have no idea about our school’s vision” (CS1); “Honestly,
I don’t know my school’s vision and mission, but I can guess it. Its mission is to help
students to understand the knowledge in our text books” (CS2). The Turkish students said
something similar: “Even if I didn’t see or read about our school’s vision, I believe I can
study well and continue my education in upper levels. … [my friends and I] discuss about
our future, but this vision belongs to us” (TS1); “Some teachers informally talk about our
future, but it’s not a vision. That is just something to motivate us to study harder” (TS2);
“we studied [the plaque in our principal’s office], but it’s just about the history of this
school” (TS2). The Iranian students said: “I haven’t seen or heard about my school’s
vision. I don’t think other students know about it either” (IS2); “Perhaps [passing the
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Konkour exams] can be the vision for our school, principal, his vice-president, the staff,
and our teachers” (IS1).
All of these comments indicate a clear lack of communication about something
quite central (the purpose of the school). The principals, teachers, and students all
assumed they were working for the same purpose and that meant they had no desire to
talk about the vision of their school. This is more suggestive of a transactional leadership
style, because there is a lack of opinion sharing, limited teamwork, and poor delegation
of authority for decision-making. For improvement, and to increase the degree to which
these schools function as learning organizations, there needs to be clear communication
about the school vision and effective dialogue about it. If the students do not understand
the vision, how can they tell if their teacher is teaching effectively? Likewise, if the
teachers do not understand the vision, the purpose of the school could be quite different
than what school administrators claim its purpose is.
Active learning and critical pedagogy. None of the schools in the three case
studies used critical pedagogy as an approach. Since critical pedagogy requires critiquing,
analyzing, and challenging power relationships this would be highly problematic in
Turkey and Iran, where the schools were used to push the ideology of the government.
Even though the school in Canada was not pushing any particular ideology, there was
also no evidence that the teachers or principal were encouraging an analysis and critique
of the power relationships in their school or in Canada. This is problematic for a global
education model because it means the students are not being educated about the role that
power plays in oppressing various groups, and thus the students are less capable of
determining for themselves whether some other group is being oppressed and what to do
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about it. In other words, the students are not being educated about one important way of
cooperating between diverse cultures and groups of people.
In terms of active learning the schools were slightly better, but only in the sense
that some active learning techniques were used. In most cases, the teachers only used up
to the third level of Bloom’s taxonomy (i.e., they used remembering, understanding, and
applying). Brainstorming was the most common active learning technique being used,
although collaborative learning in the form of group projects was occasionally used.
Working to improve metacognition or using problem-based learning was not reported in
any of the schools.
In the Canadian case study, the comments about brainstorming include: “I use
brainstorming in decision making, since it is an excellent model. I like it when people are
free to suggest and explain their opinions” (CP); “Yes, we use methods like teamwork
and brainstorming” (CT1); “Our teachers don’t use that brainstorming technique, but we
are free to talk about our opinion” (CS1). In the Turkish case study, the comments about
brainstorming include: “Teachers and students are always ready to come up with their
own opinions” (TP); “I like to use discussions and brainstorming in my classes, and want
to develop this further” (TT2); “I don’t like to talk about my opinions in class; my duty is
learning, hence, I am serious about it” (TS2); “I don’t like to give suggestions for my
school because some of our teachers don’t want to hear about new ideas” (TS1). In the
Iranian case study, the comments about brainstorming include: “I like it when I hear that
someone has done brainstorming, but it’s not a regular method in our education system”
(IP); “[brainstorming] can be a good method but we don’t use it. On the other hand, in
our society there are some things we can’t share our opinions about and other times we
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brainstorming was often used interchangeably with sharing of opinions. This confusion
likely indicates that the participants did not understand the idea of brainstorming very
well, and this technique could be improved. However, the Turkish students indicated they
were unwilling to share opinions and the Iranian students indicated that sharing opinions
was not always socially acceptable. Both of these points are problematic for a global
education model. Students should feel comfortable and encouraged to share their
opinions, since being comfortable with a diversity of viewpoints is part of collaboration
and cooperation among diverse cultures. The Canadian students were better in this
regard, and may only need to improve their understanding of brainstorming as a
technique.
Collaboration and teamwork was more problematic than brainstorming. In the
Canadian case study it was clear that some collaboration occurred but it could definitely
be improved: “Group learning is a good method, we have some groups and I would like
to develop them” (CP); “we use methods like teamwork and brainstorming, but the
teamwork is focused on the subject” (CT1); “We don’t have group or organizational
learning. Actually, I prefer to study alone. Sometimes we have group activities in our
courses, but those are just about the topics in that course” (CS1). In the Turkish case
study, some collaboration occurred but it could also be improved: “we have group
learning activities based on subject. Since I teach mathematics, all discussions in my
groups will be about math” (TT1); “our school doesn’t use metacognition, collaborative
learning, or any of those” (TS1). In the Iranian case study, collaboration was definitely
limited. The principal described the situation as follows:
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Teamwork between students would be good, since it’s a more active learning
approach as you previously mentioned, but the quality and effectiveness of this
strategy depends on the teachers. Team activities can be hard sometimes for
Iranians, especially Iranian students, but I believe we have to improve this and
create a better relationship between students and teachers.
IT2 said practically the same thing as the principal:
Since I teach sports, group activities are very important in my class. I try to teach
how to form strong teams, and how to keep teams together. In Iran we have a
cultural problem, because students don’t understand the purpose of teamwork.
Also, students stay in teams when they are weak or lacking; if one person thinks
they know enough, even a small part of the needed knowledge, then they prefer to
work alone. For example, in a sports team, like football, strong students want to
be the winner and only the result is important for them. However, I give excellent
scores to the students who have good teamwork.
IS1 said something similar as well: “We don’t have group activities in every class, and of
course the school principal is 100% against it. Some of our teachers are positive about it,
but my classes we’ve only had them once or twice.” These quotes indicate that the best
example of teamwork and collaboration was in the Canadian case study, and the worst
example was in the Iranian case study. However, all of them need improvement; the
schools in these case studies have implemented teamwork in the form of group projects
or team sports, but this is quite different from a collaborative learning approach.
Lastly, none of the schools involved the more advanced active learning techniques
like metacognition. This can be seen in comments such as the following:
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“[metacognition] sounds like a good method for learning but my teachers didn’t talk
about it” (CS1); “our teachers didn’t talk about collaborative learning, metacognition, or
critical learning, and anything like that” (CS2); “Those topics you mention [e.g.,
metacognition] are new for our schools” (TP); “I don’t think the teachers nor our
principal practices metacognition” (TT1); “our school doesn’t use metacognition,
collaborative learning, or any of those” (TS1); “These topics you describe
[metacognition, critical analysis, collaborative] are new for our school. We never talk
about these topics” (IT1); “Metacognition and such are not methods which our school
uses” (IS2). In addition, a lot of the students and teachers had never even heard of
metacognition so I needed to explain it during the interview. Given the importance of
metacognition for quality and depth of learning, implementing this in schools needs to be
done for a global model.
Supportive management. In the Canadian case study, there was consistency
between the principal, teachers, and students about openness to ideas and opinions. The
teachers were able to delegate more to students than the principal could to the teachers,
and so overall the principal ranked level five on the Tannenbaum and Schmidt continuum
while the teachers ranked level six. The students indicated that some of the teachers were
not as open as others, so this is one area of improvement for the Canadian school. For a
learning organization, where the leaders need to be aware of the state of individuals,
listen to their concerns, and determine how best to support them in their own growth (i.e.,
how best to empower others), the scores of the teachers and principal are acceptable. This
suggests that the Canadian school is student-oriented in outlook, because there is an
emphasis on listening to and supporting students rather than the authority of teachers.
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In the Turkish case study, the principal indicates that his management approach
was open to the ideas of others as long as it was consistent with the vision of the school.
The comments from the teachers suggest that the principal does listen to their opinions,
and that they are interested in opinions of the students as well, but it is possible that the
teachers are providing suggestions consistent with the principal’s vision for the school.
This is best shown in TT2’s comment about teacher candidates: “our principal is a
positive and open-minded person. He even receives my suggestions about candidates for
new teachers to hire.” Comments from the students though suggest the level of openness
is limited to only some individuals and certain topics. As previously mentioned, the
principal and teachers seem to be at level three along the Tannenbaum and Schmidt
continuum. This school already has some problems with awareness of the school vision,
and the principal seems unwilling to change this vision. Thus, students and teachers are
less likely to suggest contrary points of view, since they may assume their ideas will be
ignored. Although it is good that the teachers and principal want to get ideas from others,
without at least being open to contrary points of view they will not be able to empower
and support the growth of others. This means the teachers and principal are mainly using
a teacher-oriented approach, given that authority delegation is low, but they may be
transitioning to a student-oriented approach given their expressed desire to hear more
opinions.
In the Iranian case study there were similar issues as the Turkish case study. The
principal wanted to be open to new ideas but was restricted in what changes could be
made since much of that authority was with the school board. As such, there was
openness only to ideas already consistent with the current plans. The teachers seemed to
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behave in the same way, and the students’ comments suggested they were aware of this
limitation. The principal and teachers in this case study ranked level three on the
Tannenbaum and Schmidt continuum, meaning they had a similar teacher-oriented
approach as in the Turkish case study. In other ways though this case study may be
worse, given comments from the teachers about problems within their education system
with how teachers and principals discipline others. As such there needs to be more work
done to improve issues with discipline, over centralization of authority within the
education system, and lack of openness to contrary ideas.
Transforming structure. In all three case studies the organizational structure was
highly vertical. Each school had effectively four levels: the principal, vice-principal,
teachers and staff, and the students. There may also be a teacher who is the department
head. Given the previously discussed differences in the Tannenbaum and Schmidt
continuum, teachers and the principal in the Canadian case study were more open to input
from lower levels of the hierarchy (level five and six) than those in the Turkish or Iranian
case study (level three). For instance, the Canadian principal said: “We don’t have
boundaries between these groups. All of us can work together, talk to each other, and
share our opinions”; “Yes, my office door is open for all students and staff. I’m happy to
hear from them, it’s an important part of my responsibility.” The comments from the
Turkish case study were in contrast to this: “delegation of authority is a hard topic. I
believe the teachers are well experienced, so they know what is expected of them.
Sometimes we talk about their objectives, but it’s not a general discussion” (TP); “I
prefer to see all of the expected roles and responsibilities of members of this school
known and followed. Our principal agrees, and likes to make sure we have clear
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responsibilities” (TT1); “Students are free to visit the principal’s office and talk with him
whenever, but I prefer not to do that. I think I can solve my own problems, without using
his method” (TS2); “I don’t like to have general discussions with my teachers in class …
I think some of the teachers don’t like to have discussions, and many of them don’t seem
open to our opinions anyway” (TS1). Similarly, consider the following quotes from the
Iranian case study: “I like to do [decision-making] work myself. I’ve defined the job for
my assistants very clearly, and I monitor them regularly to make sure things are going
well” (IP); “Because of how centralized the education system is, principals, teachers,
other staff and even students are limited in what they can do and how they can develop
regarding their responsibilities” (IT1); “Students don’t like going to the principal’s office.
However, his door is open for us whenever we want to speak with him” (IS2). Since this
openness is desirable for a learning organization, it would be better for the Turkish and
Iranian schools to move towards the Canadian leadership style. However, the Canadian
structure still remains vertical in nature. To better implement a learning organization in
the schools, the structure will need to change to become more horizontal. It cannot
become completely horizontal, because this may eliminate the balance inherent in a
teacher-student orientation. Furthermore, trying to adopt a horizontal structure without
changing the leadership style may lead to problems with effectiveness, since a leadership
level of three provides limited support for new ideas.
General discussion
From the analysis using the T&S leadership continuum, only the Canadian
teachers were able to reach level 6. Level 6 and 7 are best for a global society since they
are the most empowering for individuals, encourage diversity of opinions and
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cooperation, and require mutual understanding and respect in order for the decisionmaking to occur successfully. Since the Canadian teachers reached that level, their
comments suggest they interact with their students in a way that empower students to
make meaningful decisions in the classroom. Of course, these rankings are based on their
comments so it is possible that the teachers only think they are empowering the students.
Comments from the Canadian students did not indicate one way or the other, since they
were silent on the topic of their decision making in the classroom (e.g., nothing was said
about whether they decide project topics or teachers decide those topics). However, since
the remaining participants were below level 6, it is likely they did not consider the
distributed decision-making of high T&S levels to be useful or important. In the Turkish
and especially the Iranian schools, the principals were constrained to behave in a way
corresponding to low T&S levels. However, both the teachers and principals in the
Turkish and Iranian schools did not indicate a high desire to engage others in the dialogue
and empowerment necessary to reach level 6; they all said that hearing opinions of others
was good, but then indicated that it was necessary for them alone to make the decision.
For the Turkish and Iranian school to follow the suggested global model of education,
there will have to be attitudinal changes regarding empowering others as well as
structural changes so that leaders actually can include others in the decision-making
process.
From the analysis of Senge’s Three Leadership Characteristics, the Canadian
teachers and principal showed a degree acceptable to be consistent with the proposed
global education model. However, the Iranian and Turkish participants did not. In
particular, the principals were ranked as poor designers. Being a good designer is a
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necessarily quality for the global model because it means they have the flexibility to
handle diverse people and opinions as well as changing and dynamic conditions. Given
this poor ranking, it is likely principals do not want to handle circumstances outside of
the expected or routine operations. Such expectations are also consistent with a strong
hierarchical organizational structure, which also characterized these schools. When
looking at Senge’s Five Principles though, the situation is not much better. None of the
case studies were high only all five principles, and the systems thinking principle was
frequently ranked as ‘poor’ among participants. A poor ability to engage in systems
thinking is again consistent with difficulty handling complex situations, since systems
thinking is one of the best ways of being able to think about complex situations. As well,
all of the participants only ranked as ‘moderate’ for the mental models principle. It
seemed as though they were aware of what it meant to have mental models and the
importance of being aware of your own mental models. However, none of the
participants talked about mental models in a way that suggested they encouraged or
helped others examine their own mental models; at best, they mentioned doing so was
important, but not that it happened within their classes or part of mentoring from a
principal. Such a result is expected since none of the teachers engaged in activities like
in-class metacognitive training or critical pedagogy, which would be appropriate methods
for helping students examine their own mental models.
While the T&S continuum and Senge’s characteristics and principles look at
leadership, the INVEST analysis provides information about the organizational structure.
Looking at the results of the INVEST analysis, all of the case schools have areas that
need improvement. In particular, the dimensions for Vision for the future and
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consistent with a global model. These dimensions are discussed in more detail later in
this Chapter. In general though, the organizational structure of the schools was
sufficiently hierarchical and inflexible that it would be difficult for the teachers and
principals to behave consistently with the proposal global model; the structure simply
does not support the degree of openness, empowerment, and self-direction needed.
The difficulties faced by the lower scores in Senge’s characteristics and
principles, and the lower scores from the INVEST model, are interrelated as was
discussed with Figure 5.1. The more difficulty a leader has with Senge’s three
characteristics, the more difficulty he or she will likely have with the five principles.
Furthermore, even having a high score on both the characteristics and principles will not
help if the structure is not supportive, as was seen with the difficulties in INVEST. The
Canadian school fared the best, which might be expected given the greater degree of
individual freedom and empowerment the teachers and principals have been exposed to,
but they still fell short of the levels needed for the global model.
In light of the results, the Canadian case study ranked the highest in terms of the
global model and the Iranian and Turkish ones ranked low. Likewise, based on the 2030
global educational goals from the UN, Turkey and Iran have some problems (such as
gender equality and questionable governmental ideology). However, the Iranian and
Turkish case studies may not be bad; based on Contingency Theory, the approach taken
by the schools in those two case studies may be appropriate for their situation. If they
want to cooperate with other countries such that their education systems are supportive of
a global society (i.e., their education system promotes attitudes such as mutual
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understanding) then there needs to be improvements in their education system as was
discussed in this Chapter.
Unusual and unexpected results. There were a few unexpected results of this
study. In the Turkish case study, the school board members, teachers, and students were
all interested in my research and wanted to assist. However, the principal of the school
was not that cooperative. Although he answered some of my questions, this was only
after the board arranged the meeting for us and he explained that he had little time for an
interview. His behaviour was consistent with his interview comments: that he was open
to new ideas, but still believed he should make decisions and needed to heavily monitor
the students. As well, I noticed that families seemed to play an important role in the
motivation of students. This was not something that I had planned to investigate, but this
data from Turkey suggests it should be explored in future research.
In the Iranian case study the school board and school members were all
supportive of this research, and tried to ensure that I was able to conduct this research
without trouble. I was also surprised at how candidate and open participants were about
the differences in wealth; one teacher described the different categories of schools as
directly tied to family wealth. Even if this is not the case, it is unusual for teachers to talk
about such things this openly.
In the Canadian case study, the school board and participants were also supportive
of this research. However, I was surprised that the school board wanted to know who the
participants were, since this may have affected the participants’ willingness to say
something that might be negative against the school or school board. I did not see any
such comments, but the possibility may have been there. I was also surprised that,
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although the teachers had a democratic leadership attitude, they were not using active
learning techniques or critical pedagogy. This was one major area of improvement
needed in the Canadian school, but was still something unexpected to me given how
much active learning is discussed in the Canadian academic literature on approaches to
learning. A third surprising result was finding a patriarchal-cultural approach discussed
by one of the students. CS1, who was a female student, talked about her interest in
biology as her motivation for studying. CS2 on the other hand, the male student whose
family had an Arabic and Islamic-cultural background, described how his motivation for
studying was primarily for work; he only wanted a stable job, and figured a university
degree would be enough for this but would do more schooling if necessary for a better
job. In other words, CS2’s motivation in school was very much the same as the
motivation from traditional patriarchal cultures, where the men need to think about
finding a good job because they are the only ones who can work. This was still the case
even though this student’s mother had a PhD degree, and he had been educated in
Canada, so the Canadian education system had not encouraged this student to critically
examine his own cultural background nor think about learning for less purely economic
reasons.
Significance of this research. The data I have collected indicates that none of the
countries are ready for a global education model. In particular, none of the schools are
implementing active learning, critical pedagogy, metacognitive strategies, or other such
methods; these schools are not empowering students to take control of their own learning
and nor helping students develop the capacity to engage in mutual dialogue with their
peers in a way that is respectful and open minded but critical of, and willing to challenge,
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unsurprising since the schools are also having difficulty with the leadership style and
organizational structure dimensions that would encourage and support an active learning
approach. Only Canada shows promise in this area, with a leadership style that is highly
democratic and an organizational structure that is a learning organization to a moderate
degree (5 to 7 out of 9); such support means Canadian schools could start implementing
active learning methods, but they are still limited due to a hierarchical structure in the
overall education system and a lack of shared vision among the school members
(principal, teachers, and students) for the future of their education.
Although Canada has the best results and it seems like its education system will
be improved given the UN 2030 goals, Turkey and Iran must improve many issues in all
three dimensions both within their schools and the overall education system. The United
Nations has enough information about the educational situation of member countries, so
the 15-year time period for improvement until 2030 should be sufficient time. Now is a
good opportunity to develop their education system. Otherwise, after 2030, the education
gap between various countries may increase. Despite this possibility, none of the three
studied countries seem to have completed the UN 2030 goals and need to change if they
plan to meet those goals. Their current state might be acceptable, but they are not at a
state where they successfully implement the model for global education leadership. In all
three areas (leadership style, organizational structure, and approach to learning) the
studied countries need improvement.
While developing this research I started with exploring leadership style and its
relationship to organizational structure. However, I quickly noticed that these two topics
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are highly interconnected: the possible leadership styles that can be used depend on the
organizational structure, and the structure can be improved (or degraded) depending on
the leadership styles that are used. At the same time, when exploring the literature on
leadership in education I realized that the approach to learning that is taken is also highly
interconnected to both the organizational structure and leadership style. For example, if a
leader uses a highly authoritarian style (where they do not gather or use much feedback
from others) then this style is more consistent with a hierarchical and inflexible
organizational structure as well as a passive approach to learning (since the leader
expects others to learn from his or her wisdom rather than engage in dialogue with
students). This idea suggested to me that a country can move its education system
towards a more global model only if all three dimensions are improved; improving one is
unlikely to have the full effect unless the other two are also improved.
The interview data that I collected supported my idea that the three dimensions
were interrelated, and there were supporting comments across the dimensions. Whenever
people talked about the leadership style, and how democratic or authoritarian the style
might be, their answers were consistent with comments about how flexible or inflexible
their school’s organizational structure was. However, this only indicated something about
what the participants thought about their school, and it also said little about how to
practically improve the situation. After studying the agenda of Education 2030, I noticed
that it was also consistent with my model about how to push for educational leadership
that was more global in nature. However, the UN only provided general objectives for
each of the topics, and did not write a prescription to different countries or the areas of
the world about how to achieve these goals. The UN document also did not talk about the
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learning). As such, this dissertation can provide some more concrete recommendations of
how these schools can improve to meet the 2030 goals as well as provide a means for
measuring differences between countries (and schools within a country) in terms of their
closeness to completing those goals and areas that still need improvement.
Towards a leadership model for global education
As previously mentioned, a global society is distinguished by both diversity of
individuals and groups and their high degree of interconnectedness. As such, any model
for educational leadership in that context needs to encourage cooperation and mutual
understanding. Furthermore it needs and encourages meaningful conflict resolution, since
the interconnectedness and diversity of individuals can cause conflict and contention.
Such a society cannot function without effort placed on understanding and working
together; hence, educational leadership needs to emphasize such attitudes, in addition to
whatever curriculum content needs to be taught, as well as express those attitudes in their
behaviour and thought. As discussed in Chapter Two, a potential model for a global
society would benefit from using a transformational leadership style and a higher level in
the Tannenbaum and Schmidt's leadership continuum (level five, six, or seven). In such
configuration the organizational structure is more horizontal than vertical and then the
organization is highly ranked as a learning organization (at least level six or seven,
preferably eight or nine, on all INVEST dimensions). Lastly, there is an active learning
approach to education that uses critical pedagogy.
When this theoretical model was explored in the case studies, none of the studied
schools implemented it fully. The model was the most implemented in the Canadian
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school, but some of the INVEST dimension scores were quite low (Vision for the future
and Transforming structures in particular), the teachers were only using active learning in
a limited sense, and critical pedagogy was not being performed at all.
The case studies did not provide alternative theories to consider. In the Canadian
case study, the areas in which the principal, teachers, and students wanted to see
improvement were consistent with the model already theorized. In other words, they
wanted a leadership style that was more transformational than transactional, an
organizational structure slightly more horizontal than vertical, an organizational structure
that was better as a learning organization, and a more active and critical approach to
learning. In the Turkish case study, the participants were interested in some aspects of the
global model, such as an active learning approach, teamwork, and higher degrees of a
learning organization. However, the principal and teachers in the Turkish case study were
less open to a more horizontal structure, a higher degree of leadership delegation (i.e.,
they were hesitant to change their leadership style so that they would rank higher on the
Tannenbaum and Schmidt leadership continuum), and a Vision that could be changed or
adapted (i.e., the principal was opposed to behaviour consistent with a higher score in
INVEST). The teachers and principal in the Iranian case study expressed similar concerns
as in the Turkish case study, except they also suggested that teamwork would be difficult
to implement. However, in the Iranian case study, the principal and teachers seemed
opposed to higher degrees of leadership delegation and a more horizontal structure on the
grounds that it conflicted with government policy.
After examining the opinions, behaviours, and attitudes of the participants in all
three case studies it seems as though the theorized global model presented earlier remains
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appropriate. In other words, none of the methods, theories, or leadership styles that were
evident in the Canadian, Turkish, or Iranian schools went beyond the literature already
reviewed and none were deemed more appropriate for a global education model than
what was already theorized. Thus, it seems as though the global model developed from
the literature would lead to educational leadership more supportive for a global society. It
also seems as though the participants already desire this model to some extent, but that
there may be some hesitation or resistance to adopting it.
Adopting a global model. In the analysis conducted thus far, the Turkish and
Iranian schools did not appear to be closely aligned with the proposed global model. The
school in the Canadian case study was seen as also needing improvements in some areas,
but appeared to be closer to the proposed global model. In considering how the Iranian
and Turkish school might improve their alignment with this model, one strategy could be
to expect them to adopt the approach taken in the Canadian school. However, looking at
the long history of developing educational policies, a copy-and-paste approach is not only
controversial but also often ineffective (Zymek & Zymek, cited in Ochs & Philips, 2004).
The process that tends to work is for a country to analyze policies of another country and
determine how best to localize that policy. In other words, educational policy makers
might look at the policy and see how aspects of it could be adapted to the circumstances
of their country. This is actually a glocalization approach, since it recognizes the global
nature of looking at policies that would be appropriate (and a global model of education)
while also realizing that the policy needs to be adapted to the local context. One method
that has shown some potential involves following three steps: policy borrowing, policy
learning, and policy dialogue (Tabrizi & Kabirnejat, 2014).
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Policy borrowing is the process by which a country actively looks at policies in
place in other countries and chooses to adopt them (Ochs & Philips, 2004). The problem
with policy borrowing is that it does not require any major analysis of the policy in terms
of implementing it. Thus, policy makers could find some ‘best practices’ in the policies
of another country, and then copy them without putting much thought into how best to
apply these practices or whether they are even appropriate for their own circumstances
(Chakroun, 2010). To avoid these problems, the second step of policy learning can be
performed. Policy learning involves analyzing policies for their use in different contexts,
so as to understand a policy’s implications for a certain situation, clarify alternative
strategies, or determine appropriateness of a policy for a given situation (Chakroun,
2010). In other words, policy makers can use policy borrowing to find policies that could
be useful but then engage in policy learning to determine whether the chosen policies
actually would be useful and what difficulties may arise when trying to implement it.
Lastly, policy makers could use policy dialogue. Policy dialogue is a process whereby
policy makers engage in open discussion with various individuals, often ordinary
citizens, to better understand the implications of a new policy and determine how best to
design and implement the policy (Tabrizi & Kabirnejat, 2014). For education policies, a
policy dialogue would involve school administrators and staff, students, parents, and
other community members so that various stories about the existing circumstances can be
shared (Winton, 2010). This provides policy makers with a more realistic perspective of
the local circumstances, making it easier to create policies appropriate to the existing
circumstances of the country. This method of gathering public opinion and support can be
very effective, and citizens are very capable of participating (Hart & Livingstone, 2009).
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Tabrizi and Kabirnejat (2014) has discussed what this would look like in the context of
education policy, building on the model presented by Philips and Ochs (2003) shown in
Figure 6.2 below.

Figure 6.2. A model of the policy borrowing process for education (from Philips & Ochs,
2003).
Conclusion
The purpose of this research was to explore educational leadership that has been
theorized or used in three countries and cultures (Canada, Turkey, and Iran) in terms of
three dimensions (leadership style, organizational structure, and approach to learning) so
as to identify a model for educational leadership that is appropriate for a global society.
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particular theory or set of theories:
1. What leadership styles are used in the public education systems of the studied
countries? (i.e., are the school leaders using a transactional or transformational
leadership style?)
2. To what degree are these leadership styles authoritative or cooperative, as measured
by the Tannenbaum and Schmidt model (Tannenbaum & Schmidt, 1973)?
3. Are the organizational and educational structures of the education systems of the
studied countries more vertical (i.e., top-down or hierarchical) or horizontal (i.e.,
team-based) in nature?
4. To what degree are the schools in the studied countries learning organizations, as
measured by the INVEST model (Pearn, Roderick, & Mulrooney, 1995)?
5. What approaches to learning are in use? (e.g., do the methods encourage personal
growth? Do they instead encourage conformity? Or adapting to change? etc.)
6. If a school is using a leadership style, organizational structure, or approach to
learning that is maladaptive for a global society (e.g., the style promotes inherent
superiority of one group over another, or highly centralized decision-making, or
uncritical conformity to one group’s ideology) then what are some factors that could
prevent or delay changing to a more adaptive style?
7. What could be an appropriate model for educational leadership for a global society?
(i.e., what leadership style, organizational structure, and approach to learning could
work best for education in a global society)
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principals and teachers followed a transactional or transformational leadership style. The
results indicated that the Turkish and Iranian principals and teachers follow a
transactional leadership style, but the Canadian principal and teachers seem to be moving
towards a transformational style.
To investigate RQ2, participant responses were evaluated to determine where the
principals and teachers were positioned along the Tannenbaum and Schmidt Leadership
Continuum (Tannenbaum & Schmidt, 1973). The teachers and principals in the Turkish
and Iranian case studies were all ranked at level three out of seven, which corresponds to
the leader making decisions without input from others but engaging in dialogue with
others so subordinates can better understand the decision and its implications. In the
Canadian case study, the principal was ranked level five and the teachers were ranked
level six. This meant that the principal, as a leader, identified problems and then got input
from others on what possible solutions could be chosen and which would be best, but the
leader is still the one who makes the decision. For the teachers, they identified the
problem, defined the limits of the possible solution, and then facilitated discussion and
group decision-making so that others were engaged in suggesting and deciding the
solution.
To investigate RQ3, the interview responses were analyzed to determine whether
the schools followed a more vertical or horizontal structure. The results indicated that all
of the schools follow a vertical structure. The school in the Iranian case study was the
most vertical. The school in the Canadian case study was the least vertical, but not to the
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point of being horizontal, although the teachers and principal seemed to desire a more
horizontal structure for their school.
To investigate RQ4, the teachers and principals were ranked according to the
three leader characteristics from Senge (1990), the five leadership principles from Senge
(1990), and the INVEST model from (Pearn et al., 1995). The students were also ranked
according to the INVEST model. Most of the interview questions, and the longest
analysis, was conducted on the INVEST model since it is the more direct for measuring
learning organizations (i.e., how well the individuals in an organization adapt to change
and promote, facilitate, and support the continual learning of all its members; Senge,
1990). The results indicated that the Turkish and Iranian teachers and principals were
more limited in the designer characteristic than the Canadian teachers and principal, but
the other two leader characteristics were high for all three case studies. In addition, the
Turkish and Iranian teachers and principals suffered from a lower mental model
dimension than the Canadian participants.
Further in relation to RQ4, the results for the INVEST dimensions indicated that
the Canadian participants scored the highest, while the Iranian participants scored the
lowest. Not all of the scores followed this pattern though. For example, the Iranian
teachers scored the lowest in the Nurturing culture dimension but scored the same as the
Turkish and Canadian teachers in the Vision for the future dimension. Furthermore,
although the Canadian participants scored the highest, there was still a lot of room for
improvement: for instance, the Canadian teachers scored three to four out of nine on the
Nurturing culture dimension. A summary of the full details can be found in table 5.18,
but a few important points should be mentioned. The highest scores (six to seven out of
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nine) were the Inspired learners dimensions for the Canadian and Turkish students, the
Vision for the future dimension for the Canadian principal, and the Supportive
management dimension for the Canadian principal. The lowest scores (one to two out of
nine) were the Supportive management dimension for the Iranian students and the
Nurturing culture dimension for the Iranian teachers. In addition, all of the teachers and
students ranked the same on Vision for the future dimension (three to four), and all
participants except the Canadian principal scored the same on the Transforming
structures dimension (three to four). Lastly, the most common score was three to four out
of nine, indicating that all of the schools had aspects that were significantly lacking in
terms of being a learning organization.
To investigate RQ5, participant responses were analyzed to determine whether
active or passive learning was more prevalent. The results indicated that the Canadian
principals and teachers were aware of active learning techniques (e.g., metacognition,
collaborative learning), wanted to use them, and in many cases they were trying to use
them. However, the Canadian students seemed unaware of the active learning techniques,
which suggested that they mainly experienced passive learning. The Turkish principal
and teachers were aware of many active learning techniques, but were unwilling to use
them except in very specific circumstances. The Iranian participants were largely
unaware of the active learning techniques, and primarily used passive learning.
Model for a global society and difficulties for implementing it. For RQ6,
comments from participants were explored in the wider context of their case study. In
particular, the comments were compared against the needs of an educational model for a
global society. Thus, when exploring possible difficulties in implementing a global
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model, topics to explore included potential difficulties for shifting from a low to high
INVEST level.
Three main subjects were worth exploring for RQ6. The first was that the current
government approach of Iran and Turkey are focusing more on a religious ideological
approach, such that certain approaches that may contradict or challenge this ideology are
opposed within the system. This is difficult for active learning and especially critical
pedagogy that might want to challenge existing ideologies, or a leadership style and
organizational structure that encourages more distribution of authority. The second was
that the United Nations Sustainable Education Goals for 2030 was a good practical
example of certain attitudes, behaviours, and goals that would be appropriate for an
educational system that promotes cooperation. Some of these goals could be difficult for
the Iranian case study in particular, such as equitable education, due to enforced gender
roles, and limited emphasis on diversity and peace. The third was that all of the case
studies had difficulty with the Vision for the future, Supportive management, and
Transforming structure INVEST dimensions.
For RQ7, the model of educational leadership for a global society that was
developed from the literature seems sufficient. This model includes a transformational
leadership style, a high level of delegation (five to seven) of the Tannenbaum and
Schmidt model, an organizational structure that was a more horizontal than vertical and
was a learning organization (i.e., level seven to nine of each INVEST dimension), and an
active learning approach using critical pedagogy. None of the participants were engaged
in or suggested practices that were more appropriate for a global society than what was
suggested by this model. Furthermore, it seems that many components of this model were
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desirable by the participants (such as the transformational leadership style and active
learning), but other components (e.g., critical pedagogy) would be difficult to implement
for reasons explored by RQ6.
When considering this model of educational leadership in the studied schools, all
of them fell short to some degree. Some of the measured dimensions were close to what
this model might look like, such as the high designer characteristic of the Canadian
teachers or the Inspired learners dimension of the Turkish students. However, these were
isolated results; the whole model needs to be consistently high given the
interconnectedness of the various parts. In other words, the leadership style,
organizational structure, and approach to learning all need to be at the level described the
model and this was not true of any of the case studies. It is also very probable that, at
present, no school can fulfill this model; as the Canadian case study shows, even if there
is a desire to have a leadership style with the appropriate T&S level and use an active
learning approach, the organizational structure of the whole education system is still very
hierarchical. An individual school might be able to fulfill the requirements of a Learning
Organization, but to do so at the level of a Ministry of Education currently seems far
more difficult.
In the context of a global education model though, a country would need to adopt
a policy whereby their education system not only encourages a learning organization
approach but also considers cooperation and openness to diversity. For there to be
openness to diversity though, it is necessary for a country’s policy makers to consider the
diversity within their own country. This is where policy dialogue becomes highly
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important, to ensure changes to the education system does not restrict any particular
group from participating.
Future work. Although this research is focused on suggesting an educational
leadership model for a global society, more work needs to be done to better elaborate
what such a model would look like and what policies could be good for policymakers to
explore in order to implement that model in their own country. However, several other
variables and factors that seemed relevant for this research could also be explored. For
example, the role of family seemed to be important for the Turkish case study. Future
research could explore what role family is playing in all three case studies, and how
family relationships could be integrated into a model for a global society in a supportive
and positive manner. In addition, more schools could be studied to identify additional
potential problems for a global model and to better compare schools that might be more
effective at some of the studied topics (e.g., active learning, learning organization) with
those that struggle in these areas.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
References

336

Aabed, A. (2006). A study of Islamic leadership theory and practice in K-12 Islamic
schools in Michigan. Dissertation submitted to the faculty of Brigham Young
University.
Abbasi, A. S., Hameed, I., & Bibi, A. (2011). Team management: The Islamic paradigm.
African Journal of Business Management, 5(5), 1975-1982.
Abbasi, A. S., Rehman, K. U., & Bibi, A. (2010). Islamic Management Model. African
Journal of Business Management, 4(9), 1873-1882.
Adams, J. S. (1963). Towards an understanding of inequity. The Journal of Abnormal
and Social Psychology, 67(5), 422.
AftabNews. (2015). Education decision controversy [Persian]. Retrieved from
http://aftabnews.ir/fa/news/335107/%D8%AA%D8%B5%D9%85%DB%8C%D9%
85-%D8%A2%D9%85%D9%88%D8%B2%D8%B4-%D9%88%D9%BE%D8%B1%D9%88%D8%B1%D8%B4%D8%AC%D9%86%D8%AC%D8%A7%D9%84%DB%8C%D8%B4%D8%AF%D9%85%D8%AF%D8%A7%D8%B1%D8%B3%D9%81%D8%B1%D9%87%D9%86%DA%AF%D9%85%D8%AA%D8%B9%D9%84%D9%82-%D8%A8%D9%87%DA%A9%DB%8C%D8%B3%D8%AA
Agarwal, R. D. (1982). Organization and management. Tata McGraw-Hill Education.
New Delhi, India.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
337
Agence France-Presse (AFP). (2017). “Turkey arrests 1,000 and suspends 9,100 police in
new crackdown.” The Guardian. Retrieved from:
https://www.theguardian.com/world/2017/apr/27/turkey-arrests-1000-suspends9100-police-new-crackdown
Ahmed, A. S. (2010). Journey into America: the challenge of Islam. Brookings
Institution Press.
Ahmad-Khan, W. (2003). Teaching motivation. New Delhi, India: Discovery Publishing
House.
Al-Buraey, M. (1985). Administrative development: An Islamic perspective. London, UK:
KPI.
Al Habshi, S. O., & Ghazali, A. (Eds.). (1994). Islamic Values and Management. Kuala
Lumpur: IKIM.
Alphonso, C. (2017). Ontario Catholic high schools shouldn't press students to study
religion: Settlement. The Globe and Mail. Retrieved from:
https://www.theglobeandmail.com/news/national/education/catholic-high-schoolsin-ontario-should-not-press-students-to-attend-religious-coursessettlement/article35287586/
Alsop, R., Bertelsen, M. F., & Holland, J. (2006). Empowerment in practice: From
analysis to implementation. World Bank Publications.
Anbuvelan, K. (2007). Principles of management. Delhi, India: Firewall Media.
Ankerberg, J., & Burroughs, D. (2008). What's the Big Deal About Other Religions?:
Answering the Questions about Their Beliefs and Practices. Harvest House
Publishers.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Arasteh, A. R. (1962). Education and social awakening in Iran. Brill Archive.

338

Argyris, C. (2010). Organizational traps: Leadership, culture, organizational design.
OUP Oxford.
Atasoy, Y. (2009). Islam’s Marriage with Neoliberalism: State Transformation in
Turkey. New York, NY: Palgrave Macmillan.
Ather, S. M., & Sobhani, F. A. (2007). Managerial leadership: an Islamic perspective.
IIUC Studies, 4, 7-24.
Atkeson, L. R., & Maestas, C. D. (2012). Catastrophic politics: How extraordinary
events redefine perceptions of government. Cambridge University Press.
Atkinson, P., & Delamont, S. (1995). Bread and dreams or bread and circuses? A critique
of “case study” research in education. In M. Shipman (Ed.), Educational Research
Principles, Policies and Practices (pp. 26-45). Philadelphia, PA: The Falmer Press.
Avery, G. C. (2004). Understanding leadership: Paradigms and cases. Wiltshire, UK:
Sage Publications.
Bain, A. (1897). Education as a science. New York, NY: D. Appleton and Company.
Ball, S. J. (1994). Educational Reform, A Critical and Post-Structuralist Approach.
Buckingham: Open University Press.
Barman, K. (2009). Leadership Management: Achieving Breakthroughs. Global India
Publications.
Bartle, P. (2008): Preparing a Community Action Plan. Province of British Colombia:
CEC Community Empowerment Collective. http://cec.vcn.bc.ca/cmp/modules/orgcap.htm

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
339
Bass, B. M., & Riggio, R. E. (2006). Transformational leadership (2nd ed.). Mahwah,
NJ: Lawrence Erlbaum.
Bauer, T. N., & Erdogan, B. (Eds.). (2015). The Oxford Handbook of Leader-Member
Exchange. New York, NY: Oxford University Press.
Beekun, R. I., & Badawi, J. (1999). The leadership process in Islam. Herndon, VA: The
International Institute of Islamic Thought.
Bennis, W. G., & Nanus, B. (1985). Leaders: The strategies for taking charge. New
York, NY: Harper & Row.
Blackmore, J. (1999). Troubling Women. Buckingham: Open University Press.
Blake, R. R., & Mouton, J. S. (1981). Management by Grid® principles or situationalism:
Which?. Group & Organization Management, 6(4), 439-455.
Blase, J. (1991). (Ed.). The politics of life in schools: Power, conflict, and cooperation.
Newbury Park, CA: Sage Publications.
Blau, P. M., & Scott, W. R. (1962). Formal organizations: A comparative approach.
Stanford University Press.
Bloom, B., Englehart, M. Furst, E., Hill, W., & Krathwohl, D. (1956). Taxonomy of
educational objectives: The classification of educational goals. Handbook I:
Cognitive domain. New York, Toronto: Longmans, Green.
Blumenfeld-Jones, D. (1995). Fidelity as a criterion for practicing and evaluating
narrative inquiry. Qualitative Studies in Education, 8(1), 25-35.
Booyens, S. W. (1998). Dimensions of nursing management. Juta and Company Ltd.
Borkowski, J., Carr, M., & Pressely, M. (1987). Spontaneous strategy use: Perspectives
from metacognitive theory. Intelligence, 11, 61-75.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
340
Borkowski, N. (2015). Organizational behaviour in health care. Boston, MA: Jones &
Bartlett Publishers.
Bosetti, L., & Gereluk, D. (2016). Understanding School Choice in Canada. University
of Toronto Press.
Bovens, M. (2005). Public Accountability. In F. Ewan, L. E. Lynn, Jr., & C. Pollitt (eds),
The Oxford Handbook of Public Management. Oxford: Oxford University Press.
Brecher, J., Costello, T., & Smith, B. (2000). Globalization from below: The power of
solidarity. South End Press.
Brooks, J.S. & Normore, A.H. (2010). Educational leadership and globalization: Literacy
for a glocal perspective. Educational Policy, 24(1), 52-82.
Brown, A. L. (1987). Metacognition, executive control, self-regulation, and other more
mysterious mechanisms. In F. E. Weinert & R. H. Kluwe (Eds.), Metacognition,
motivation, and understanding (pp. 65-116). Hillsdale, New Jersey: Lawrence
Erlbaum Associates
Bryant, A., & Charmaz, K. (2007). Introduction. Grounded Theory Research: methods
and practices. In A. Bryant & K. Charmaz (Eds.), The SAGE handbook of
Grounded Theory. London, UK: Sage Publications.
Bryman, A. (1992). Charisma and leadership in organizations. London, UK: Sage
Publications.
Buckingham, B. R. (1876). Research for teachers. New York, NY: Silver, Burdette and
Co.
Burns, L., Bradley, E., & Weiner, B. (2011). Shortell and Kaluzny’s healthcare
management: Organization design and behaviour. Cengage Learning.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
341
Burton, R. M., & Obel, B. (Eds.). (2012). Design models for hierarchical organizations:
computation, information, and decentralization. New York, NY: Springer Science
& Business Media.
Caldwell, B.J. & Spinks, J.M. (1998). Beyond the Self Managing School. London: The
Falmer Press.
Caldwell, B.J., & Spinks, J.M. (1992). Leading The Self Managing School. London: The
Falmer Press.
Caldwell, B.J., & Spinks, J.M. (1988). The Self Managing School. Lewes: The Falmer
Press.
Carr, M., Kurtz, B. E., Schneider, W., Turner, L. A., & Borkowski, J. G. (1989). Strategy
acquisition and transfer among German and American children: Environmental
influences on metacognitive development. Developmental Psychology, 25, 765771.
Certo, S., & Certo, S.T. (2006). Modern Management (10th ed).
Chakroun, B. (2010). National qualification frameworks: From policy borrowing to
policy learning. European Journal of Education, 45, 199-216. doi:10.1111/j.14653435.2010.01425.x
Chang, C. M. (2010). Service systems management and engineering: Creating strategic
differentiation and operational excellence. John Wiley & Sons.
Chawla, S., & Renesch, J. (Eds.). (2006). Learning organizations: Developing cultures
for tomorrow’s workplace. Productivity Press.
Chitale, A. K., Mohanty, R. P., & Dubey, N. R. (2012). Organizational Behaviour: Text
and Cases. New Delhi, India: PHI Learning Pvt. Ltd.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
342
Chowdhury, N. A. (2002). Leadership Strategies and Global Unity for the 21st Century:
An Islamic Perspective. Leadership & Unity in Islam, 23.
CIHR, NSERC, & SSHRC. (2010). Tri-Council policy statement: Ethical conduct for
research involving humans (TCPS2). Ch 1 & 2 Ethics Framework/Scope and
approach. Retrieved from
http://pre.ethics.gc.ca/pdf/eng/tcps2/TCPS_2_FINAL_Web.pdf
Cockburn, H. (2016). “Turkey coup: 58,000 sacked or suspended from jobs as President
Erdogan continues purge.” The Independent. Retrieved from:
http://www.independent.co.uk/news/world/europe/turkey-coup-58000-sacked-orsuspended-from-jobs-as-president-erdogan-continues-purge-a7145931.html
Coghlan, D., & Brydon-Miller, M. (Eds.). (2014). The SAGE Encyclopedia of Action
Research. Thousand Oaks, CA: Sage Publications.
Cole, G. A. (1995). Organisational behaviour: Theory and practice. Cengage Learning
EMEA.
Correlje, A., & der Linde, C. V. (2006). Energy supply security and geopolitics: A
European perspective. Energy Policy, 34, 532-543.
Covey, S. R. (1990). The seven habits of highly effective people. New York, NY:
Fireside/Simon & Schuster.
Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among five
approaches (2nd ed.). Thousand Oaks, CA: Sage Publications.
Cruz-Cunha, M. M. (Ed.). (2010). E-Business Issues, Challenges and Opportunities for
SMEs: Driving Competitiveness: Driving Competitiveness. New York, NY: IGI
Global.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
343
Cunningham, W. G., & Cordeiro, P. A. (2003). Educational leadership: A problem-based
approach. Needham Heights, MA: Allyn & Bacon/Longman Publishing.
Cusick, R. A. (1983). The egalitarian ideal and the American high school: Studies of
three schools. New York, NY: Longman Publishing.
Çakmakçı, N. (2017). Turkish Education Ministry warns possible teachers about poor job
prospects. Hurriyet Daily News. Retrieved from:
http://www.hurriyetdailynews.com/turkish-education-ministry-warns-possibleteachers-about-poor-jobprospects.aspx?pageID=238&nID=109168&NewsCatID=341
Çınar, A. (2011). The Justice and development party: Turkey’s experience with Islam,
democracy, liberalism, and secularism. International Journal of Middle Eastern
Studies, 43, 529-541.
Daft, R. L. (2005). The leadership experience (3rd ed.). Mason, OH: Thomson, SouthWestern.
Darder, A., Torres, R., and Baltodano, M. (2002). The Critical Pedagogy Reader,
RoutledgeFalmer, New York NY.
Daryabadi, A. M. (1998). Tafseer-e-Majidi vol. 2. Majlis-e-Nashriat-e-Qur’ān, Karachi.
Dawkins, R. (2008). The god delusion. Houghton Mifflin Harcourt.
Day, C., Harris, A., Hadfield, M., Tolley, H., & Beresford, J. (2000). Leading Schools in
Times of Change. Buckingham: Open University Press.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Deardorff, D. (2013). Promoting understanding and development of intercultural

344

dialogue and peace: a comparative analysis and global perspective of regional
studies on intercultural competence. Report prepared for UNESCO Division of
Cultural Policies and Intercultural Dialogue.
DeKrey, G. K., Lima, H. C., & Titus, R. G. (1998). Analysis of the immune responses of
mice to infection with Leishmania braziliensis. Infect. Immun., 66, 827-829.
DeVault, M. L. (Ed.). (2008). People at work: Life, power, and social inclusion in the
new economy. NYU Press.
Donaldson, L. (1996). For positivist organization theory. London, UK: Sage
Publications.
Doscher, S. P. (2012). The development of rubrics to measure undergraduate students’
global awareness and global perspective: a validity study. Doctoral Dissertation,
Florida International University.
Dubrin, A. (2007). Leadership: Research findings, practice, and skills. New York, NY:
Houghton Mifflin.
Duke, J. T. (1976). Conflict and power in social life. Provo, UT: Brigham Young
University Press.
Eishenhardt, K. M. (2002). Building theories from case study research. In A. M.
Huberman & M. B. Miles (Eds.), The Qualitative Researcher’s Companion (pp. 536). Thousand Oaks, CA: Sage Publishing.
Eligür, B. (2010). The Mobilization of Political Islam in Turkey. New York, NY:
Cambridge University Press.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Elliott-Johns, S. E., & Jarvis, D. H. (Eds.). (2013). Perspectives on Transitions in

345

Schooling and Instructional Practice. University of Toronto Press.
Elliott, J. (1991). Action research for educational change. Buckingham, UK: Open
University Press.
Engward, H. (2013). Understanding grounded theory. Nursing Standard, 28(7), 37-41.
Ercetin, S. S. (2012). Discussions About Leadership: In Different Fields. iUniverse. USA
Etherington, K. (2013). Narrative approaches to case studies. Retrieved from:
https://www.keele.ac.uk/media/keeleuniversity/facnatsci/schpsych/documents/coun
selling/conference/5thannual/NarrativeApproachestoCaseStudies.pdf
Etherington, K. (2004) Becoming a Reflexive Researcher. Using ourselves in research.
London: Jessica Kingsley
Fairholm, M. R., & Fairholm, G. W. (2009). Understanding leadership perspectives.
New York, NY: Springer Books.
Fayol, H. (1949). General and Industrial Management. (C. Storrs, Trans.). London, UK:
Sir Isaac Pitman & Sons. (Original work published 1916)
Feldman, S. M. (2000). American legal thought from pre-modernism to postmodernism:
An intellectual voyage. Oxford University Press. USA.
Fennes, H., & Hapgood, K. (1997). Intercultural learning in the classroom: Crossing
borders. London: Cassell.
Fiedler, F. E. (1967). A Theory of leadership effectiveness. New York, NY: McGrawHill.
Fisher, B. A. (1974). Small group decision-making: Communication and the group
process. New York, NY: McGraw-Hill.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
346
Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of cognitivedevelopmental inquiry. American Psychologist, 34, 906-911.
Flavell, J. H. (1987). Speculations about the nature and development of metacognition. In
F. E. Weinert & R. H. Kluwe (Eds.), Metacognition, Motivation and Understanding
(pp. 21-29). Hillside, New Jersey: Lawrence Erlbaum Associates.
Flint, C., & Taylor, P. J. (2007). Political Geography: World - Economy, Nation - State
and Locality. Harlow: Pearson Education Limited.
Fobes, C., & Kaufman, P. (2008). Critical pedagogy in the sociology classroom:
Challenges and concerns, Teaching Sociology, 36, 26-33.
Forde, R., Hobby, R., & Lees, A. (2000). The Lessons of Leadership. London: Hay
Management Consultants Ltd.
Forrer, J., Kee, J. J., & Boyer. E. (2014). Governing Cross-Sector Collaboration. John
Wiley & Sons.
Foss, N. J. (2000). The theory of the firm: Critical perspectives on business and
management (Vol I). London. UK.
Freire, P. (1996). Pedagogy of the oppressed (revised). New York: Continuum.
Frenette, M., & Chan, P. C. W. (2015). Academic Outcomes of Public and Private High
School Students: What Lies Behind the Differences? 11F0019M, no. 367.
Funder, D. C. (2010). The Personality Puzzle (5th ed). New York, NY: W.W. Norton &
Company.
Fusco, E. (2012). Effective questioning strategies in the classroom: A step-by-step
approach to engaged thinking and learning K-8, Teachers College Press.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
347
Garner, R. (1990). When children and adults do not use learning strategies: Toward a
theory of settings. Review of Educational Research, 60, 517-529.
Gehart, D., Tarragona, M., & Bava, S. (2007). A collaborative approach to research and
inquiry. Collaborative therapy: Relationships and conversations that make a
difference, 367-390.
Giancola, J. M., & Hutchison, J. K. (2005). Transforming the culture of school
leadership: Humanizing our practice. Thousand Oaks, CA: Corwin Press.
Gill, R.H. (Ed.). (1998). Leading organizations: Perspectives for a new era. Sage.
Gilley, J. W., Maycunich, A., & Gilley, A. M. (2000). Beyond the learning organization:
Creating a culture of continuous growth and development through state-of-the-art
human resource practices. Basic Books.
Giroux, H.A. (1997). Pedagogy and the Politics of Hope: Theory, Culture, and
Schooling. A Critical Reader, Westview Press.
Goble, F. G. (2004). The Third Force: The Psychology of Abraham Maslow. Chapel Hill,
NC: Maurice Bassett Publishing.
Gogia, P. (2010). Equity theory of motivation. Retrieved from
http://www.businessihub.com/equity-theory-of-motivation/
Goleman, D. (2002). The New Leaders. London, UK: Little Brown.
Golkar, S. (2015). Captive Society: The Basij Militia and Social Control in Iran.
Columbia University Press.
Gomm, R., Hammersley, M., & Foster, P. (2002). Case study method: Key issues, key
texts. Thousand Oaks, CA: Sage Publishing.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
348
Gooya, Z. (1999). Sir tahavol va chekle giri barnameh darsi amouzech motavaseteh dar
Iran. Faslnameh talim va tarbiyat, 57, 59-96 [Text in Persian].
Gor, H. (2000). Critical Pedagogy, Pedagogy for Human Rights Education, International
Symposium on Human Rights Education and Textbook Research, Kibbutzim
college of Education.
Grace, G. (1995). School Leadership: Beyond Education Management. London: Falmer.
Graen, G.B., & Cashman, J. (1975). A role-making model of leadership in formal
organizations: A developmental approach. In J.G. Hunt & L.L. Larson (Eds.),
Leadership Frontiers (pp. 143-166). Kent, OH: Kent State University Press.
Green, E. C. (2001). Can qualitative research produce reliable quantitative findings?
Field Methods, 13(1), 3-19.
Grenda, J. P. (2011). Instances and principles of distributed leadership: A multiple case
study of Illinois middle school principals' leadership practices. University of
Illinois at Urbana-Champaign.
Griffin, R. (2013). Fundamentals of management. Cengage Learning.
Gronlund, N. E. (1991). How to write and use instructional objectives, Fourth Ed. New
York: Macmillan Publishing Co.
Gronn, P. (1999). The Making of Educational Leaders. London: Cassell.
Gronn, R (1986). Politics, power and the management of schools. In E. Hoyle (Ed.), The
world yearbook of education 1986: The management of schools (pp. 45-54).
London, UK: Kogan Page.
Gunter, H. M. (2001). Leaders and Leadership in Education. London: Paul Chapman.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
349
Gupta, C. B. (1992). Business Organization and Management (1st ed.). New Delhi:
Sultan Chand & Sons.
Haas, T. (2004). Qualitative case study methods in newsroom research and reporting: The
case of the Akron Beacon Journal. In S. H. Iorio (Ed.), Qualitative research in
journalism: Taking it to streets (pp. 57-70). Mahwah, NJ: Lawrence Erlbaum
Associates.
Habibi, N. (2015). Iran's overeducation crisis: Causes and ramifications. Waltham, MA:
Brandeis University, Crown Center for Middle Eastern Studies. Retrieved from
http://www.brandeis.edu/crown/publications/meb/MEB89.pdf
Hale, W., & Özbudun, E. (2010). Islamism, Democracy and Liberalism in Turkey: The
Case of the AKP. New York, NY: Routledge.
Hall, J.K. (1995). Creating our worlds with words: A sociohistorical perspective of faceto-face interaction”, Applied Linguistics, 16, 206-232.
Hallam, G., Hiskens, A., & Ong, R. (2015). Conceptualising the learning organisation:
creating a maturity framework to develop a shared understanding of the library’s
role in literacy and learning. Bibliothek Forschung und Praxis, 39(1), 61-72.
Hallinger, P. (2003). Leading educational change: Reflections on the practice of
instructional and transformational leadership. Cambridge Journal of Education,
33(3), 329-351.
Hallinger, P. (2003). School leadership development. In J.P. Keeves & R. Watanabe
(eds.), International Handbook of Educational Research in the Asia-Pacific Region.
Dordrecht: Kluwer Academic Publishes.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
350
Hallinger, P. (2000). A review of two decades of research on the principalship using the
Principal Instructional Management Rating Scale. Paper presented at the annual
meeting of the American Educational Research Association, Seattle, WA.
Hallinger, P, & Murphy, J. (1985). Assessing the Instructional Management Behaviours
of Principals. The Elementary School Journal, 86(2), 217-247.
Halpern, D. F. (1996). Thought and knowledge: An introduction to critical thinking.
Mahwah, New Jersey: Lawrence Erlbaum Associates, Publishers.
Hansen, S. (2009). Confidentiality Guidelines for School Counselors. Retrieved from
http://www.school-counseling-zone.com/support-files/confidentiality-guidelinesfor-school-counselors-long-version.pdf
Hargreaves, A. (Ed.). (2005). Extending educational change. New York, NY: Springer.
Harris, I. (2008). The promise and pitfalls of peace education evaluation. Transforming
education for peace, 245-263.
Hart, D., & Livingstone, D. (2009). The 17th annual Ontario Institute for Studies in
Education [OISE] survey: Public attitudes towards education in Ontario 2009.
Retrieved from
http://www.oise.utoronto.ca/oise/About_OISE/OISE_Survey/17th_Survey.html
Hashim, R., & Majeed, A. B. A. (Eds.). (2014). Proceedings of the Colloquium on
Administrative Science and Technology: CoAST 2013. New York, NY: Springer.
Haslam, S. A., Van Knippenberg, D., Platow, M. J., & Ellemers, N. (Eds.). (2014). Social
identity at work: Developing theory for organizational practice. Psychology Press.
Hatch, J. A., & Wisniewski, R. (Eds.). (2002). Life history and narrative. Routledge.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
351
Hayday, M. (2005). Bilingual today, united tomorrow: Official languages in education
and Canadian federalism. McGill-Queen's Press-MQUP.
Haynes, S. N., & O'Brien, W. H. (2003). Principles and practice of behavioural
assessment. Springer Science & Business Media.
Heames, J. T., & Breland, J. W. (2010). Management pioneer contributors: 30-year
review. Journal of Management History, 16(4), 427-436.
Heck, R., Larson, T., & Marcoulides, G. (1990). Principal instructional leadership and
school achievement: Validation of a causal model. Educational Administration
Quarterly, 26, 94–125.
Heider, F. (1958). The Psychology of Interpersonal Relations. New York, NY: John
Wiley & Sons.
Hersey, P., & Blanchard, K. (1982). Management of Organizational Behaviour: Utilizing
Human Resources (4th ed.). Englewood Cliffs, NJ: Prentice-Hall.
Hersey, P., & Blanchard, K. H. (1969). Management of organizational behaviour (pp. 345). Englewood Cliffs, NJ: Prentice-Hall.
Herzberg, F. (1964). The motivation-hygiene concept and problems of manpower.
Personnel Administration.
Heshusius, L., & Ballard, K. (Eds.). (1996). From positivism to interpretivism and
beyond: Tales of transformation in educational and social research (the mind-body
connection). Teachers College Press.
Hollander, E. P. (1992). Leadership, followership, self, and others. Leadership Quarterly,
3(1), 43–54.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
352
Howe, N., & Prochner, L. (2012). Recent perspectives on early childhood education and
care in Canada. University of Toronto Press.
Huinker, D., & Freckmann, J.,L. (2004). Focusing conversations to promote teacher
thinking, Teaching Children Mathematics. 10(7), 352-357.
Husserl (1907/1964). The idea of phenomenology. The Hague: Nijhoff.
Hutchison, E. D. (2010). Dimensions of human behaviour: Person and environment. New
York, NY: Sage Publications.
ICEF Monitor. (2015). “Iran’s university enrolment is booming. Now what?” Author.
Retrieved from: http://monitor.icef.com/2015/12/irans-university-enrolment-isbooming-now-what/
Indicators, O. E. C. D. (2007). Education at a Glance 2007. Table B1. Retrieved from
www.oecd.org/dataoecd/36/4/40701218.pdf (pg. 187).
Islamic Guidance Society. (2001). Leadership & Unity in Islam. Lincoln, NE:
International Conference--Kobe.
İnal, K., & Akkaymak, G. (Eds.). (2012). Neoliberal transformation of education in
Turkey: Political and ideological analysis of educational reforms in the age of the
AKP. Springer.
Jabnoun, N. (1994). Islam and management. Kuala Lumpur: Institute Kajian Dasar.
Jahanbegloo, R. (Ed.). (2004). Iran: Between tradition and modernity. Lexington Books.
Jago, A. G. (1982). Leadership: Perspectives in theory and research. Management
Science, 28(3), 315–336.
Jankiram, B., & Rao, V. N. (2010). Management and Behavioural Processes. Excel
Books India.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
353
Joseph, A. (2010). Cognitive Behavioural Therapy: Your route out of perfectionism, selfsabotage and other everyday habits. John Wiley & Sons.
Kellner, D. (2000). Multiple Literacies and Critical Pedagogies in Revolutionary
Pedagogies - Cultural Politics. In P. P. Trifonas (Ed.), Instituting Education, and
the Discourse of Theory. Routledge.
Kerr, S., & Jermier, J. M. (1978). Substitutes for leadership: Their meaning and
measurement. Organizational behaviour and human performance, 22(3), 375-403.
Kessing-Styles, L. (2003). The relationship between critical pedagogy and assessment in
teacher education, Radical Pedagogy, 5(1). Retrieved from
http://radicalpedagogy.icaap.org/content/issue5_1/03_keesing-styles.html
Khabar Online. (2015). How many million students study in non-profit schools?
Retrieved from http://www.khabaronline.ir/detail/449185/society/education
Khan, A. (2008), “Islamic leadership principles: A successful model for everyone and all
times”.
http://www.irfi.org/articles/articles_1401_1450/islamic_leadership_principles.htm
(Accessed on 3 July, 2010).
Kincheloe, J.L. (2005). Critical Pedagogy Primer, Peter Lang Publishing.
Koontz, H., & Weihrich, H. (2010). Essentials of Management and International
Perspective. New Delhi, India: Tata-McGraw Hill.
Koontz, H., O'Donnell, C., & Weihrich, H. (1986). Essentials of management. New
Delhi, India: McGraw-Hill. India
Kotter, J. P. (1998). What leaders really do. In Harvard Business Review on leadership
(pp. 37–60). Boston, MA: Harvard Business School Press.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
354
Kouzes, J. M., & Posner, B. J. (2002). Leadership challenge (3rd ed.). San Francisco:
Jossey-Bass.
Krathwohl, D.R. (2002). A Revision of Bloom's Taxonomy: An Overview, Theory Into
Practice, 41(4), 212-218. DOI: 10.1207/s15430421tip4104_2
Kubiak, T. M. (2012). The Certified Six Sigma Master Black Belt Handbook. ASQ
Quality Press.
Kustra, E.D.H, & Potter, M.K. (2008). Green guide (9). Leading Effective Discussions,
Society of Teaching and Learning in Higher Education, London Canada.
Landy, F. J., & Conte, J. M. (2009). Work in the 21st century: An introduction to
industrial and organizational psychology. New York, NY: John Wiley & Sons.
Lazar, R. G. (2014). Lazar Achievement Psychology: How to Be a Manager, Not a
Managee! North Carolina. USA.
Latham, G. P. (2012). Work motivation. History, Theory, Research, and Practice. Los
Angeles, CA: SAGE Publications Inc.
Leggo, C. (2008). Narrative inquiry: Attending to the art of discourse. Language and
literacy, 10(1).
Leithwood, K., Day, C., Sammons, P., Harris, A., & Hopkins, D. (2006). Successful
School Leadership: What It Is and How It Influences Pupil Learning. University of
Nottingham.
Leithwood, K., Jantzi, D., & Steinbach, R. (1999). Changing Leadership for Changing
Times. Buckingham: Open University Press.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Leithwood, K., Tomlinson, D., & Genge, M. (1996). Transformational School

355

Leadership. In K. Leithwood, J. Chapman, D. Corson, P. Hallinger & A. Hart (eds)
International Handbook of Educational Leadership and Administration Part 2.
Dordrecht, The Netherlands: Kluwer Academic Publishers.
Lewin, K. (1946). Action research and minority problems. Journal of Social Issues, 2(4),
34-46.
Lincoln, Y. S., & Guba, E. G. (2002). Judging the quality of case study reports. In A. M.
Huberman & M. B. Miles (Eds.), The qualitative researcher’s companion (pp. 205216). Thousand Oaks, CA: Sage Publishing.
Livingston, J.A. (1997). Metacognition: An overview. Retrieved from:
http://gse.buffalo.edu/fas/shuell/cep564/metacog.htm
Livingston, J. A. (1996). Effects of metacognitive instruction on strategy use of college
students. Unpublished manuscript, State University of New York at Buffalo.
Louw, D. A. (1998). Human Development (2nd ed.). Cape Town, South Africa: Kagiso
Tertiary.
Lukes, S. (1974). Power. A radical view. London, UK: MacMillan Press.
Lussier, R., & Achua, C. (2015). Leadership: Theory, application, & skill development.
Cengage Learning.
Mabry, T. J. (2015). Nationalism, Language, and Muslim Exceptionalism. University of
Pennsylvania Press.
Mahallati, M. J. A. (2016). Ethics of War and Peace in Iran and Shi'i Islam. University of
Toronto Press.
Mandaville, P. (2010). Global political Islam. Routledge.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Marashi, A. (2011). Nationalizing Iran: culture, power, and the state, 1870-1940.

356

University of Washington Press.
Mariampolski, H. (2001). Qualitative market research: A comprehensive guide.
Thousand Oaks, CA: Sage Publications.
Marzano, R.J., Waters, T., & McNulty, B.A. (2005). School Leadership that Works:
From Research to Results. Alexandria, Va. Association for Supervision and
Curriculum Development.
Maslow, A. (1954). Motivation and personality. New York, NY: Harper & Row.
Maslow, A. (1943). A theory of human motivation. Psychological Review, 50, 370-396.
Maududi, A.A. (2005a). Tafheem-ul-Qur’n, vol. 1, Idara-e-Tarjaman ul Qur’n Lahore.
Maududi, A.A. (2005b). Tafheem-ul-Qur’n, vol. 2, Idara-e-Tarjaman ul Qur’n Lahore.
Maududi, A.A. (2005d). Tafheem-ul-Qur’n, vol. 4, Idara-e-Tarjaman ul Qur’n Lahore.
Mazzucato, M. (2013). The entrepreneurial state: Debunking public vs. private sector
myths (Vol. 1). London, UK: Anthem Press.
McClelland, D. C. (1975). Power: The inner experience. New York, NY: Irvington
Publishing.
McFarland, A. S. (1969). Power and leadership in pluralist systems. Stanford, CA:
Stanford University Press.
McGregor, D. (1960). The human side of enterprise. New York, USA.
McKee, R., & Carlson, B. (1999). The power to change. Grid International Inc.
McKenzie, S. (2014). Vital statistics-E-Book: An introduction to health science statistics.
Elsevier Health Sciences.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
357
McKeown, R., & Nolet, V. (2013). Education for sustainable development in Canada and
the United States. In Schooling for sustainable development in Canada and the
United States (pp. 3-21). Springer Netherlands.
McLaren, P. (1989). Life in School: An Introduction to Critical Pedagogy in the
Foundation of Education, Longman.
Mehran, G. (1998). Education in Post Revolutionary Persia: 1979-1991.
Milliken, P. (2010). Grounded Theory. In Neil J. Salkind (Ed.), Encyclopedia of
Research Design. (pp. 549-554). Thousand Oaks, CA: SAGE Publications, Inc.
Miner, J. B. (2007). Organizational Behaviour 4. From theory to practice. New York,
NY: M.E. Sharpe, Inc.
Mintzberg, H. (1998). Retrospective commentary on the manager’s job: Folklore and
fact. In Harvard Business Review on leadership (pp. 29–32). Boston, MA: Harvard
Business School Press.
Mitchell, R. P. (1993). The society of the Muslim Brothers. Oxford University Press,
USA.
Mohammad, J., Mohammad Ibrahim, A. L., Abdul Salam, Z., Jamil, R., & Quoquab, F.
(2015). Towards developing a conceptual framework of Islamic leadership: The
role of Taqwa as a moderator. International Journal of Innovation and Business
Strategy, 3(1).
Mohammed, R., & Hussain, D. (Eds.). (2015). Islam: The Way of Revival. Kube
Publishing Ltd.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
358
Moussapour, N. (1999). Ravand tahavolat onsor zaman dar barnamehai darsi maghta
ebtedai. Les évolutions du facteur du temps dans les programmes scolaires de
l’école primaire en Iran], Faslnameh talim va tarbiyat (Revue trimestrielle de
l’éducation), 57, 97-116.
Mullins, L. J. (2010). Management and Organizational behaviour. UK: Pearson
Education.
Mundy, K. E. (2008). Comparative and international education: Issues for teachers.
Canadian Scholars’ Press.
Murphy, K. J. (1999). Executive compensation. Handbook of labor economics, 3, 24852563.
Murray, H. A. (1938). Explorations in personality. New York: Oxford University Press
Naji, S., & Jawan, J. A. (2013). Geopolitics of the Islam World and world leadership in
the post-Cold War geopolitical developments.
National Research Council. (2003). The Experiences and Challenges of Science and
Ethics: Proceedings of an American-Iranian Workshop. National Academies Press.
Nekovei-Moghadam, M., & Beheshtifar, M. (2011). Learning Organizations. Tehran,
Iran: Department of Management Development and Resources Development
Ministry of Health and Medical Education of Iran.
Nelson. D. (1980). Frederick W. Taylor and the rise of scientific management. Madison,
WI: University of Wisconsin Press.
Nohl, A. M., Akkoyunlu-Wigley, A., & Wigley, S. (Eds.). (2008). Education in Turkey.
Waxmann Verlag.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
359
Nongard, R. (2014). Transformational Leadership: How to Lead From Your Strengths
And Maximize. Tulsa, OK.
Northouse, P. G. (2012). Leadership: Theory and practice. New Delhi, India: Sage
Publications.
Nowozin, T. (2013). Self-Organized Quantum Dots for Memories: Electronic Properties
and Carrier Dynamics. Berlin, Germany: Springer Science & Business Media.
Ochs, K., & Phillips, D. (2004). Processes of educational borrowing in historical context.
In D. Phillips & K. Ochs (Eds.), Educational policy borrowing: Historical
perspectives. Oxford studies in comparative education (pp. 7-23). Oxford, United
Kingdom: Symposium Books.
OECD (2016). Global competency for an inclusive world. Retrieved from
https://www.oecd.org/education/Global-competency-for-an-inclusive-world.pdf
OECD. (2013). Education Policy Outlook: Turkey. Retrieved from
http://www.oecd.org/edu/EDUCATION%20POLICY%20OUTLOOK%20TURKE
Y_EN.pdf
OIC. (2012). Organisation of Islamic Cooperation; about OIC. Retrieved from
http://www.oic-oci.org/page_print.asp?p_id=52
Okazaki, T. (2005). Critical consciousness and critical language teaching, Second
Language Studies, 23(2), 174-202.
Olson-Buchanan, J. B., Bryan, L. L. K., & Thompson, L. F. (Eds.). (2013). Using
Industrial Organizational Psychology for the Greater Good: Helping Those Who
Help Others. Routledge.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
360
Ontario Federation of Independent Schools (OFIS) (2012). Independent schools at a
glance. Author. Retrieved from: http://www.ofis.ca/wpcontent/uploads/2012/08/Private-Schools-By-The-Numbers-Independent-SchoolStatistics-2012.pdf
Ontario Ministry of Education. (2016). Estimates briefing book. Retrieved from
http://edu.gov.on.ca/eng/about/annualreport/index.html
Ontario Ministry of Education. (2009). School year calendar. Retrieved from
http://www.edu.gov.on.ca/eng/general/list/calendar/holidaye.html
Ontario Ministry of Education. (2007). Implementation of Bill 52, Learning to Age 18.
Toronto, Canada: Author. Retrieved from
http://www.edu.gov.on.ca/eng/policyfunding/memos/Bill52Implementation.pdf
Onwuegbuzie, A. J., Collins, K. M. T., Leech, N. L., Dellinger, A. B., & Jiao, Q. G.
(2010). A meta-framework for conducting mixed research syntheses for stress and
coping researchers and beyond. In G. S. Gates, W. H. Gmelch, & M. Wolverton
(Series Eds.) and K. M. T. Collins, A. J. Onwuegbuzie, & Q. G. Jiao (Vol. Eds.),
Toward a broader understanding of stress and coping: Mixed methods approaches
(pp. 169-211).
OPEC. (2011). Annual Statistical Bulletin 2010-2011 Edition. Retrieved 16/11/2011,
from http:
//www.opec.org/opec_web/static_files_project/media/downloads/publications/ASB
2010_ 2011.pdf
Osland, J. S., Mendenhall, M. E., & Li, M. (Eds.). (2017). Advances in global leadership.
Emerald Group Publishing.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
361
Özbek Hadimoğul, N. (2008). Minority Schools and International Schools in the New
Law on Private Education Institution. Ankara Law Review, 5(1), 53-100.
Paivandi, S. (2012). THE FUTURE OF IRAN: Educational Reform Education in the
Islamic Republic of Iran and Perspectives on Democratic Reforms. Retrieved from
http://www.li.com/docs/default-source/future-of-iran/iran_ed_paivandi.pdf
Paivandi, S. (2008). Discrimination and Intolerance in Iran’s Textbooks. Washington:
Freedom House.
Paivandi, S. (2006). Islam et éducation en Iran. Echec de l’islamisation de l’école en
Iran. Paris: L’Harmattan.
Parkyn, G. W. (1969). General Problems and perspective. Educational system and
structure. (pp. 8-30). Prospects in education, A quarterly bulletin No. 1. New York.
NY. USA. UNESCO.
Patton, M. (2002). Qualitative research and evaluation methods. Thousand Oaks, CA:
Sage Publications.
Pearn, M., Roderick, C. & Mulrooney, C. (1995). Learning organizations in practice.
London, UK: Mcgraw-Hill.
Peterson, S. S., & Riehl, D. (2016). Rhetorics of Play in Kindergarten Programs in an Era
of Accountability. Brock Education: A Journal of Educational Research and
Practice, 25(2), 22-34.
Pawlyn, J., & Carnaby, S. (Eds.). (2009). Profound intellectual and multiple disabilities:
nursing complex needs. John Wiley & Sons.
Phillips, D. & Ochs, K. (2003). Processes of Policy Borrowing in Education: Some
Explanatory and Analytical Devices. Comparative Education, 39(4), 451-461.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
362
Piaget, J. (1973). Main Trends in Psychology. London, United Kingdom: George Allen &
Unwin.
Pinto, L. E. (2012). Curriculum Reform in Ontario:'common Sense'Policy Processes and
Democratic Possibilities. University of Toronto Press.
Platt, J. (1998). What can case studies do? In R. Burgess (Ed.), Studies in qualitative
methodology, Vol. 1 (pp. 1-23). Greenwood, CT: JAI Press.
Polkinghorne, D. E. (1995). Narrative configuration in qualitative analysis. International
journal of qualitative studies in education, 8(1), 5-23.
Porter, L. W., & Lawler, E. E. (1968). Managerial Attitudes and Performance.
Homewood, IL: Richard D. Irwin, Inc.
Postiglione, G. A., & Tan, J. (2007). Going to school in East Asia. Greenwood Publishing
Group.
Powell, J., & Jurling, J. M. (Eds.) (2016). “What is educational leadership?” Learn.org.
Retrieved from http://learn.org/articles/What_is_Educational_Leadership.html
Pusch, M. D. (2009). The interculturally competent global leader. In Deardorff, D. K.
(Ed.). The Sage Handbook of Intercultural Competence. Thousand Oaks, CA: Sage.
Rabin, J. (Ed.). (2003). Encyclopedia of Public Administration and Public Policy: AJ
(Vol. 1). CRC Press.
Ramsankar, M. (2014). Educational leadership. ATA Magazine; summer 94, 4; CBCA
complete.
Redmond, B. F. (2013). Reinforcement theory. Retrieved from
https://wikispaces.psu.edu/display/PSYCH484/3.+Reinforcement+Theory

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
363
Redmond, B. F. (2010). Lesson 5: Equity theory: Is what I get for my work fair compared
to others? Work Attitudes and Motivation. The Pennsylvania State University
World Campus.
Ribbins, P. (ed). (1997). Leaders and Leadership in the School, College and
University. London: Cassell.
Richter, C. (1997). Separation and Equality: An Argument for Religious Schools Within
the Public System. Ottawa Law Review 28, 1-44.
Robbins, S. P., & Langton, N. (2007). Organizational behaviour: Concepts,
controversies, applications. Toronto, Canada: Pearson Education Canada.
Robbins, S., Bergman, R., Stagg, I. D., & Coulter, M. (2002). Foundations of
management.
Rollow, S. G., & Bryk, A. S. (1995). Politics as a lever for organizational change.
Manuscript submitted for publication.
Rothwell, W. J., Stavros, J. M., Sullivan, R. L., & Sullivan, A. (2009). Practicing
Organization Development. A guide for leading change. New York, NY: John
Wiley & Sons.
Roueche, J. E., Baker III, G. A., & Rose, R. R. (2014). Shared vision: Transformational
leadership in American community colleges. Rowman & Littlefield.
Rowe, W. G. (2001). Creating wealth in organizations: The role of strategic leadership.
The Academy of Management Executive, 15(1), 81-94.
Rowe, W. G., & Guerrero, L. (2012). Cases in leadership. Thousand Oaks, CA: Sage
Publications.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
364
Rowlands, J. (1997). Questioning empowerment: Working with women in Honduras.
Oxfam.
Rush, M. (2002). Management: The biblical approach. Colorado Spring, CO: Cook
Communication Ministers.
Ryan, T. A. (1970). Intentional behaviour. New York, NY: Ronald Press.
Safi, A. (2000). Sazman va ghavanin amouzesh va parvaresh. Iran (The organization and
the laws of the Iranian education system). Tehran: SAMT [text in Persian].
Saleh, S. (2017). Are the humanities essential to society? [Persian] BBC News. Retrieved
from http://www.bbc.com/persian/iran-features-41002174
Sammons, P., Thomas, S., & Mortimore, P. (1997). Forging Links: Effective
Schools and Effective Departments. London: Paul Chapman Publishing.
Sarason, S. (1990). The predictable failure of educational reform. San Francisco, CA:
Jossey-Bass.
Savin-Baden, M., & Major, C. H. (2013). Qualitative research: The essential guide to
theory and practice. Routledge.
Schwandt, T. A. (2007). The Sage dictionary of qualitative inquiry (3rd ed.). Thousand
Oaks, CA: Sage Publications.
Seidman, D. (2008). Teens in Iran. Compass Point Books.
Seidman, I. (1998). Interviewing as qualitative research: A guide for researchers in
education and the social sciences (2nd ed.). New York, NY: Teachers College
press.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
365
Senge, P. M. (2002). The leader’s new work. Building Learning Organizations. In G. R.
Hickman (ed.), Leading organizations: Perspectives for a new era. London, United
Kingdom: SAGE Publications.
Senge, P. M. (1996). Leading learning organizations: The bold, the powerful, and the
invisible.
Senge, P. M. (1990). The fifth discipline. The Art & Practice of the Learning
Organization. New York, NY: Doubleday.
Scheid, K. (1993). Helping students become strategic learners: Guidelines for teaching.
Cambridge, MA: Brookline Books.
Schermerhorn, J. R., Hunt, J. G., Osborn. R. N. (1991). Managing organizational
behaviour. New York: Wiley.
Schmidt, C. T. (2002). Motivation: Expectancy Theory. The University of Rhode Island.
Retrieved from
http://www.uri.edu/research/lrc/scholl/webnotes/Motivation_Expectancy.htm
Schneider, B., & Alderfer, C. P. (1973). Three studies of measures of need satisfaction in
organizations. Administrative Science Quarterly (pp. 489-505).
Schyns, B., & Meindl, J. R. (2005). Implicit leadership theories: Essays and explorations
(Vol. 3). New York, NY: IAP.
Shaw, D., Gorely, T., & Corban, R. (2005). Sport and exercise psychology. Garland
Science.
Shor, I. (1992). Empowering Education: Critical Teaching for Social Change, University
of Chicago Press.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
366
Sims, R. R. (2007). Human resource management: contemporary issues, challenges, and
opportunities. New York, NY: IAP.
Simmsons, H. (1996). The paradox of case study. Cambridge Journal of Education,
26(2), 225-240.
Sirkeci, I., Şeker, G., Tilbe, A., Ökmen, M., Yazgan, P., & Eroğlu, D. (2015). Turkish
Migration Conference 2015 Selected Proceedings.
Sisk, T. D. (1992). Islam and democracy: religion, politics, and power in the Middle
East. US Institute of Peace Press.
Skinner, B. F. (1954). The science of learning and the art of teaching. Harvard
Educational Review, 24(86), 99-113.
Smith, K. G., Guthrie, J. P., & Chen, M. J. (1989). Strategy, size and performance.
Organization studies, 10(1), 63-81.
Smyth, J. (ed). (1989). Critical Perspectives on Educational Leadership. London: The
Falmer Press.
Sorensen, J. (2007). Challenges of unequal power distribution in university-community
partnerships. ProQuest.
Southworth, G. (1995). Looking in Primary Headship. London: The Falmer Press
Spring, J. (2014). How educational ideologies are shaping global society:
Intergovernmental organizations, NGOs, and the decline of the nation-state.
Routledge.
Spring, J. (2008). Research on globalization and education. Review of Educational
Research, 78, 330-363.
Stake, R. (1995). The art of case study research. Thousand Oaks, CA: Sage Publications.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Stake, R. (1994). Case studies. In N. Denzin & Y. Lincoln (Eds.), Handbook of

367

qualitative research (pp. 236-247). Thousand Oaks, CA: Sage Publications.
Steers, R. M., Porter, L. W. & Bigley, G. A. (1996). Motivation and Leadership at Work.
New York: McGraw-Hill.
Sternberg, R. J. (1986). Inside intelligence. American Scientist, 74, 137-143.
Stoner, J.A.F., Freeman, R.E., Gilbert, D.A. (1992). Management, Prentice –all
International, Inc.
Subedi, B. P. (2014). Lecture VI Social Organization. Nobel College, Pokhara
University, Kathmandu, Nepal Basu Prasad Subedi.
Tabrizi, S. (2015). Developing Education Policies for a Global Society: Distributed
Leadership, Language, and Globalization. International Journal of Arts & Sciences,
8(6), 523–538.
Tabrizi, S. & Kabirnejat, M. (2014). Policy Communities and Networks, Management,
Education and Governance. Journal of Knowledge Globalization, 7 (1). 56-72.
Tabrizi, S. (2013). Investigating high attrition rate of boys in Iranian schools. Lambert
Academic Publishing: Saarbrücken, Germany.
Tannenbaum, R., & Schmidt, W. H. (1973). How to choose a leadership pattern (pp. 312). Boston, MA: Harvard Business Review.
Taylor, F. W. (1914). The principles of scientific management. Harper.
Thomas, M. (2006). Gurus on leadership. Delhi, India: Thorogood Publishing.
University of North Carolina (UNC) at Charlotte. (2017). Bloom's Taxonomy of
Educational Objectives. Retrieved from http://teaching.uncc.edu/bestpractice/goals-objectives/blooms-educational-objectives

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
United Nations (2015). Transforming our world: The 2030 agenda for sustainable

368

development. Author. Retrieved from
https://sustainabledevelopment.un.org/content/documents/21252030%20Agenda%2
0for%20Sustainable%20Development%20web.pdf
United Nations Educational, Scientific and Cultural Organization (UNESCO) (2013).
Intercultural competences. Retrieved from
http://unesdoc.unesco.org/images/0021/002197/219768e.pdf
Van Pelt, D. N., Clemens, J., Brown, B., & Palacios, M. (2015). Where our students are
educated: Measuring student enrollment in Canada. Fraser Institute. Retrieved
from: https://www.fraserinstitute.org/sites/default/files/where-our-students-areeducated-measuring-student-enrolment-in-canada.pdf
Van Zile-Tamsen, C. M. (1996). Metacognitive self-regualtion and the daily academic
activities of college students. Unpublished doctoral dissertation, State University of
New York at Buffalo.
Vroom, V. (1964). Work and motivation. New York, NY: Wiley.
Waters, T., Marzano, R. J., & McNulty, B. (2003). Balanced leadership: What 30 years
of research tells us about the effect of leadership on pupil achievement. A working
paper. Aurora, CO: Mid-continent Research for Education and Learning.
Weber, E. (2007). Globalization, “glocal” development, and teachers’ work: A research
agenda. Review of Educational Research, 77, 279-309.
Webster, M. (2008). Merriam-Webster's advanced learner's English dictionary.
Weiner, B. (1972). Theories of motivation: From mechanism to cognition. Chicago, IL:
Markham Publishing Co.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
369
Wiggins, J. A., Wiggins B. B., & Vander Zandan J. W. (1994). Social Psychology. New
York, NY: McGraw-Hill Publishing.
Winn, C. (2004). Prophet of doom: Islam’s terrorist dogma in Muhammad’s own words.
Cricketsong Book.
Winton, S. (2010). Democracy in education through community-based policy dialogues.
Canadian Journal of Educational Administration and Policy, 114, 69-92.
Wirba, A. V. (2017). Leadership from an Islamic and Western Perspective. Chartridge
Books Oxford.
Wood, M. C., & Wood. J. C. (Eds.). (2003). Frank and Lillian Gilbreth: critical
evaluations in business and management (Vol. 2). Taylor & Francis.
World Bank Open Data. (2017). Gross enrolment ratio, tertiary, both sexes (%) for
Islamic Republic of Iran. World Bank Group. Retrieved from
http://data.worldbank.org/indicator/SE.TER.ENRR?locations=IR&name_desc=fals
e
Wren, D. A. (1994). The Evolution of Management Thought (4th ed.) New York, NY:
Wiley.
Wright, R. B. (Ed.). (2010). The Iran primer: power, politics, and US policy. US Institute
of Peace Press.
Yin, R. K. (2013). Case study research: Design and methods. Sage publications.
Yin, R. K. (2008). Case study research: Design and methods (5th ed.). Beverly Hills,
CA: Sage Publishing.
Yukl, G. (2006). Leadership in organizations (6th ed.). Upper Saddle River, NJ: PearsonPrentice Hall.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Zaleznik, A. (1977). Managers and leaders: Are they different? Harvard Business

370

Review, 55, 67–78.
Zhang, H., Chan, P. W. K., & Boyle, C. (Eds.). (2014). Equality in education: Fairness
and inclusion. Springer Books.

Running Head: WESTERN AND ISLAMIC LEADERSHIP DISSERTATION
Appendix

371

Question Regarding Learning Organization (Teachers & Principals)
INVEST
Inspired
learners

Questions
●
●
●
●
●
●
●
●
●
●
●
●
●
●
●
●

Nurturing
culture

●
●
●
●
●
●
●
●
●
●
●
●
●
●
●
●
●

Vision for
future

●
●
●
●
●
●
●
●
●
●

How motivated are you to learn? Why?
What do you think is the source of your motivation to learn?
Who do you feel is responsible for your learning? Why do you feel this way?
What do you think of self-actualization?
What about group-actualization?
Do you think self- and group-actualization are necessary things to achieve? Why or why not?
Do you believe that self-actualization should be a personal objective? Why or why not?
What experience or value do you gain from mistakes, if any?
Do you think each person has an opportunity to grow from their experiences, both good and bad?
Why or why not?
What are your thoughts on self-improvement? Do you think this is necessary?
Do you believe that self-improvement should be a personal objective? Why or why not?
How motivated are you to learn new things?
How motivated do you think others in your school are to learn new things?
What relationship do you think exists between someone’s learning and his/her performance?
What do you think of the status quo of your school?
Do you think others would agree or disagree with you?
What are some principles of your school for personal learning?
What are some principles of group learning?
What are some principles of personal and group learning at the institutional level?
What happens if someone tries to go above and beyond expectations? (e.g., are they rewarded,
what kind of reward, are they ignored, is there jealousy from colleagues, etc.)
What support do you think the general climate of your school gives for mutual respect, precision,
and trust?
What are your opinions of learning from daily experiences and logical debates?
Do you feel these are worthwhile activities?
What do you think the school staff feels about existing procedures?
What kind of encouragement, if any, is there to support these procedures?
What kind of encouragement, if any, is there to challenge these procedures?
What do you think of brainstorming or consulting with other staff members?
Do you think other staff members feel the same as you?
Do you feel that your school overall agrees with you?
What is your school’s policy on learning from mistakes?
What is your school’s policy on rethinking and reviewing?
What is your school’s policy on self-directed improvement?
Is there any institutional pressure on staff members for improvement?

Does your school have a vision or mission statement?
What do you think of your school’s vision? How clear is it?
How committed do you think other staff members are to this vision?
How well do you think other staff members understand this vision?
How available is this vision for staff members to read, review, and/or discuss?
How well do you think this vision could transform other staff members?
How well do you think this vision could transform students?
How well does this vision prioritize learning to cope with future uncertainty?
How well does this vision shape the future of the school?
How achievable do you think this vision is? Do you think other staff members would agree with
you?
● How consistent do you think your activities are with this vision? Do you think other staff members
would agree with you?
● In this vision, how important is learning for all institutional levels of your school?
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How widely used is mentoring among all institutional levels of your school?
How systematic do you think other staff members approach their work?
How systematically do you approach your work?
What learning resources are available for staff members to improve themselves? (e.g., free
learning, e-learning)
How widely used are these learning resources?
How regularly do staff members apply “learning in action”?
Is your school part of an “alliance for learning”? If so, what effect do you think this has on the
performance of your school?
How well does your school cooperate with other organizations?
How widely used are learning contracts? Are they used to clarify organizational goals?
What methods, if any, does your school use for detecting and discussing the mental models of staff
members?
Does your school use learning laboratories for staff members? If so, what effect do you think this
has on your school’s performance?
How well do educators support and facilitate learning? Do you feel as though they only teach
material?
How well do your superiors accept new approaches?
How well do your superiors help the school and staff achieve the school vision?
How much trust do your superiors have of staff members? How much supervision is required?
How actively do your superiors support you and other staff members in continual learning and
personal growth?
What effect do you think there will be on school performance if your superiors delegated more
authority and responsibility to you? What about to your fellow staff members? Do you think your
superiors would agree with your analysis?
What do you think is your fundamental role in the school? (e.g., to be supportive? to help students
grow? To help staff grow? To monitor others? Etc.)
What do you think is the fundamental role of teachers in the school? [For teachers, ask about the
role of principal]
What do you think is the fundamental role of supervisors and others above you in the education
system?
How much do you reflect on your mental models? Do you feel encouragement to do this? If so, by
whom?
How much do your superiors reflect on their mental models? How much do they encourage you to
do the same?
[Principal only] How much do teachers reflect on their mental models? How much do you
encourage them to?
How much does the administrative staff of your school empower other staff members?
How much do your superiors encourage you to think about and review their opinions?

● How many levels of management does your school have? What about in the whole school district?
● Do you think there are unnecessary levels of management? If so, how well do you think these
levels can be removed?
● How responsible are your superiors for developing learning in other staff members?
● How does your school approach teamwork among students? Among staff members?
● What is the definition of responsibility in your school?
● What opinion do staff members have of responsibility? (e.g., is it assessment? their job? regulation
of their work?)
● Does your school have many boundaries between teams or groups of people? If so, describe them.
● How well can various staff members share information with each other?
● How well does information from students travel up to the principal? To higher levels of
administration in the district?
● How aware are the various teams of their responsibilities towards students?
● What kind of authority is delegated by administrators? How much, if any, authority is delegated?
● Do administrators like this delegation? Do you like it?
● How common is it for staff teams to cooperate? What is the general opinion of this?
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Question Regarding Learning Organization (Students)
INVEST

Questions

Inspired

● How motivated are you to learn? Why?
● What do you think is the source of your motivation to learn?
● Who do you feel is responsible for your learning? Why do you feel this way?
● What do you think of self-actualization?
● What about group-actualization?
● Do you think self- and group-actualization are necessary things to achieve? Why or why not?
● Do you believe that self-actualization should be a personal objective? Why or why not?
● What experience or value do you gain from mistakes, if any?
● Do you think each person has an opportunity to grow from their experiences, both good and bad?
Why or why not?
● What are your thoughts on self-improvement? Do you think this is necessary?
● Do you believe that self-improvement should be a personal objective? Why or why not?
● How motivated are you to learn new things?
● How motivated do you think other students in your school are to learn new things?
● How motivated do you think the teachers in your school are to learn new things?
● What relationship do you think exists between someone’s learning and his/her performance?
● What do you think of the status quo of your school?
● Do you think others would agree or disagree with you?

learners

Nurturing
culture

Vision for
future

● What are some principles of your school for personal learning?
● What are some principles of group learning?
● What happens if you, or other students, try to go above and beyond expectations? (e.g., are they
rewarded, what kind of reward, are they ignored, is there jealousy from colleagues, etc.)
● What support do you think the general climate of your school gives for mutual respect, precision,
and trust?
● What are your opinions of learning from daily experiences and logical debates?
● Do you feel these are worthwhile activities?
● What do you think of brainstorming or consulting with other students?
● Do you think other students feel the same as you?
● What do you think of brainstorming or consulting with teachers?
● Do you think the teachers feel the same as you?
● What is your school’s policy, if any, on learning from mistakes?
● What is your school’s policy, if any, on rethinking and reviewing?
● What is your school’s policy, if any, on self-directed improvement?
● Does your school have a vision or mission statement? If so, what do you think of it? How clear is
it?
● How well do you think other students understand this vision? What about the teachers?
● How committed are you to this vision? What about other students?
● How committed do you think the teachers and staff are to this vision?
● How available is this vision for students to read, review, and/or discuss?
● How well do you think this vision could transform students? What about transforming the
teachers?
● How well does this vision prioritize learning to cope with future uncertainty?
● How well does this vision shape the future of the school?
● How achievable do you think this vision is? Do you think other students would agree with you?
What about the teachers, would they agree?
● How consistent do you think your activities are with this vision? Do you think your teachers would
agree with you?
● In this vision, how important is learning for all institutional levels of your school?
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● How widely used is mentoring in your school?
● How systematically do you approach your work?
● How systematic do you think other students approach their work?
● How systematic do you think teachers approach their work?
● What additional learning resources are available for students to improve themselves? (e.g., free
learning, e-learning) How widely used are these learning resources?
● How regularly do your teachers use “learning in action” for students?
● How well does your school cooperate with other organizations?
● What methods, if any, does your school use for detecting and discussing the mental models of
students?
● How well do your teachers support and facilitate learning? Do you feel as though they only teach
material?
● How well do teachers and administrators accept new approaches?
● How well do teachers and administrators help the school achieve the school vision?
● How much trust do teachers and administrators have of students? How much supervision is
required of you and other students?
● How actively do your teachers support you and other students in continual learning and personal
growth? What about administrators?
● What effect do you think there will be on school performance if teachers delegated more authority
and responsibility to you? What about to your fellow students? Do you think your teachers would
agree with your analysis?
● What do you think is your fundamental role in the school?
● What do you think is the fundamental role of teachers in the school? What about the principal and
other administrators?
● How much does the administrative staff of your school empower students?
● How much do your teachers encourage you to think about and review their opinions?
● How many levels of administration do you think your school has? What about in the whole school
district?
● Do you think there are unnecessary levels of administration? Why or why not?
● How does your school approach teamwork among students?
● What is the definition of responsibility in your school? What do other students think about this
definition?
● Does your school have many boundaries between people? If so, describe them.
● How well do you get information about what is happening in your school?
● How well can you give information about your school (e.g., your opinion on something that needs
improvement) to your teacher? to your principal?
● Do you think the administration of your school cares about your feedback? Why?
● How common is it for teachers to cooperate?
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Question Regarding Leadership (Teachers & Principals)
1. What is your definition of effective leadership?
2. What is your decision-making process? In other words, how do you make decisions?
3. How many teams do you have in your organization? What are their duties or roles?
2. Within your organization, do you consider the opinions of the members of these
teams? Why or why not? What needs to be changed in order to use their opinions?
3. Does your organization have an objective? Do individuals have or know their
organizational objectives?
4. How can you help others achieve their organizational objectives?
5. Do you think your employees have enough motivation to work in a team? Why or
why not? If it is too low, what would you do to change this?
6. What motivational factors are used in your organization?
7. How do you monitor and control discrimination?
8. What is the relationship like between people in your position and parents?
9. How would you create or improve your relationship with parents?
10. What do you think about your students? What strategy do you use for improving
their knowledge and skills?
11. How do you define success for educational leaders?
12. What is your strategy for providing a vision for the school system?
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